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WRITING INSTRUCTION FOR LIMITED ENGLiSH
PROFICIENT STUDENTS:
A SURVEY OF TEACHERS' PERCEPTIONS

Laurie R. Weaver
Yolanda N. Padrén

Abstract

Improving writing instruction for Hispanic limited English
proficient (LEP) students in our nations schools is of concern to
educators today. Since teachers teach what they perceive to be
important (Mayer, 1985; Nespor, 1985), it is essential to identify
whether instruction in process-oriented writing strategies is
perceived to be a worthwhile approach by teachers who work with
LEP students. This_study, thercfore, examines whether teachers
perceive instruction in process or product-oriented writing strate-
gies as more importar.: 10 teach to LEP students. The subjects in
the present study were 52 elementary school teachers of ESL
students. The Writing Strategy Survey (WSS) was administered to
all the teachers. The WSS is a four-point Likert-type scale
questionnaire consisting of 28 product and process strategics that
have previously been identified by research as those used by
English-monolingual and bilingual students during the composing
. process (sce c.g., Padrén & Bermidez, 1988). Results of the
survey indicate teachers perceived process-oriented strategies as

the most important to teach LEP students.

Improving writing instruction for Hispanic limited English proficient
(LEP) students in our nations schools is of concern to educators today.
Achievemcnt scores, in gencral, for the LEP student are low (Lindholm. 1990).
Writing, in particular, has been found to be a difficult task for students attending
school in their second languaoc. Writing is a difficult task for thc LEP student
because it is, as Cummins (1988) describes, a context-reduced task. A context-
reduced task is characterized by reliance on linguistic clues to meaning and on
knowledge of the language itself. in comparison, a contcxt-embcedded task is onc
in which the participants arc ablc to negotiatc the meaning and receive feedback
about whether the message has been understood. There arc many situational and
contextual clues to aid understanding of context-erabedded tasks, however, the
oppositc is true of context-reduced tasks. Writing, then, is a context-reduced task
for LEP students since there are few contextual clucs to aid the student and a
high degree of knowledgc of the languagg is required.

Instruction in proccss writing, an approach whereby students lcarn to
scc writing as a cyclical process in which development of writing skills ¢ ccurs
through trial and crror (Cornor, 1987; Silberman, 1989), has been found to
improve the writing skills of monolirgual English-spcaking students (Calkins,
1983; Graves, 1983; Scardamalia, 1984). Oftcn, instructional practices that
have been found to be successful for the monolingual, English-speaking students
have also been found to be uscful with LEP students (c.g., Padron, 1991, 1992).

This present study, thercfore, was designed to survey inscrvice tcachers
about their perceptions of process and product-oricnted writing. Sincc tcachers
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teach what they perceive to be important and what they think is most beneficial
for their students (Mayer, 1985; Nespor, 1985), it is important to identify
whether instruction in process-oriented writing is perceived to be a worthwhile
approach by teachers who work with LEP students. More specifically, this
stucly examined whether teachers of ESL students consider it more important to
teach students to use product-oriented strategies such as being concerned with
neainess of the paper, thinking about spelling, and focusing on grammar (see
€.2., Padrén & Bermiidez, 1988) or process-oriented strategies such as planning
and revising (Krapels, 1990). It is hypothesized that preservice and in service
teachers, who teach ESL students, will perceive process-oriented strategy
instruction as an-effective approach for teaching writing to their students.

Pr ritin

A distinction can be made between the traditional, product-centered
model of teaching writing and the recent, process-centered approach. According
to Connor (1987), the product-centered model stresses the importance of style.
Writing is considered linear and students are taught to determine the end point of
their writing before they even begin to write. The product itself is the goal of
the writing task with this approach. In contrast, the process-centered approach to
writing instruction emphasizes writing as a cyclical process (Connor, 1987).
Instruction is concerned with encouraging students to write for real people and
for real purposes (Graves, 1983). Thus, students taught with a process approach
learn to consider audience, purpose, and context of writing (Connor, 1987; Roen,
1989).

Silberman (1989) describes the cyclical nature of writing as consisting
of a variety of activities, namely, planning, drafting, conferring, revising, and
drafting again. The author stresses that this in not something that can be taught
as a step-by-step procedure but is better characterized as recursive in nature. Both
Graves (1983) and Silberman (1989) describe the first stage of writing as a
preparation period in which writers daydream, doodle, read, and think about what
they are going to say. The drafting stage is one of selecting words and phrases,
composing, rereading cne's writing, and composing again. After rereading and
conferring with others, writers revise their work, which results in expanding and
refining the content (Calkins, 1983). This is the third stage. Finally, cditing
occurs and the correct structural form is focused upon (Silberman, 1989).
Throughout the composing process, writers move and forth through the various

stages until the final version is published and shared with others (Calkins,
1983).

In order to assist students to become better writers, researchers have also
examined what strategies writers use as they write and which strategics lead the
writer to be considered successful or unsuccessful. A varicty of terms arc uscd to
describe these writers, among them: cxpert and novice (Scardamalia & Bereiter,
1986); proficient and inexperienced (Hall, 1990); and basic and competent
(Monahan, 1984). The expert writer has been found to usc process stratcgics
(sc. Table 1) such as planning, translating, and revising when writing (Humes,
1983), whereas the novice writer focuses on product strategies such as being

9



Writing Instruction

concerned with spelling and mechanics (Monahan, 1984; Scardamalia & Bereiter.
1986).

Planning is a thinking process engaged in throughout the composing
process. According to Humes (1983), setting goals, organizing content, and
prewriting activities such as making notes and mapping, are all aspects of
planning. Expert writers have been found to engage in some type of planning of
what they were going to write before writing (Scardamalia & Bereiter, 1986). 1n
addition, they use a wide range of activities when planning; while, the novice
. writers us” "swer to no planning activities before writing.

Translating refers to writing, drafting, and transcribing while
composing (Humes, 1983). According to Humes (1983), translating is the
process of changing meaning from thought to graphic representation, both of
which arz forms of symbolization. Years of practice with handwriting, spelling,
and graramar allow the writer to automatize these skills making translating a
quick endeavor. Research, for example, has found that eapart writers are able to
write quickly with spelling and punctuation being, automatized, whereas novice
writers were slower and became bogged down with mechanics (Monahan, 1984;
Scardamalia & Bereiter, 1986) :

In a process-oriented approach to teaching writing, rcvision
encompasses not only surface level changes, but lexical and discourse level oncs
as well (Connor & Farmer, 1990). Revising not only consists of editing tasks
such as correcting spelling and punctuation, it also consists of rewriting sections
of the: composition by reorganizing the content and/or adding new material. In
regards to revisions, revising was found to occar across all drafis in the work of
the expert writers (Hall, 1990; Monahan, 1984; Scardamalia & Berziter, 1986).
Their revisions changed entire sentences rather than just words (Hall, 1990,
Monahan, 1984) and transformed the meaning of what they had written
(Scardamalia & Bereiter, 1986). In contrast, the novice writers were morc likely
to see revision as a last-draft-only activity (Hall, 1990; Monahan, 1990) and
novice writers tended to focus on cosmetic changes instead of content ones (Hall,
1990).

Research conducted with self-report surveys or think-aloud protocols has
examinzd the strategies that LEP elementary, secondary, and vniversity level
students report using when writing (Padrén & Bermiidez, 1988; Raimes, 1985).
Padrén and Bermidez (1988), for example:, examined the writing strategics that
elementary and secondary students in traditional, English raonolingual and in
bilingual/ESL classes reporied using when writing. Using a self-report
questionnaire, Padrén and Bermidcz {1988) surveyed 866 elementary and
secondary students. They found that students in the traditional (i.c., all English
monolingual) classrooms reported using significantly more process stratcgics
than did the students in the ESL classrooms. Nonctheless, all students in the
study reported using more product strategies than process stratcgies. Similarly,
using a think-aloud protocol approach whereby students describe into a tape
recorder what they are doing as they write, Raimes (1985) examined the writing
strategies of LEP students in a college level developmental composition course.
The findings of this quasi-cxperimental study were similar to those of Padrén and
Bermiidez (1988) in that the subjects in Raimes' study also reported using few
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process strategies when they wrote. In the Raimes' study, for example, students
showed little awareness of audience, even when the audience was specified.
Raimes (1985) noted that the students spent little time in prewriting/planning
their writing and they also spent little time revising and rarcly wrote a new draft.
In addition, most of the studezs’ revisions were found to be of the surfacc type.
Thus, the work of Padrén and Bermiidez (1988) and of Raimes (1985) indicates
that some LEP students are niot using strategies that have been found to be
effective for monolingual English-speaking students.

Several experimental and case studies have found that a process
approach did indeed lead to more effective writing being produced by LEP
students (Bermidez & Prater, 1990; Edelsky, 1982, 1986; Urzua, 1987).
According to Graves (1983), conferences are an essential part of the writing
process. The presence of a listener often encourages the students to become
rcaders of their own texts (Calkins,1983) and these interactions between the
listeners and the writers often Iead to revisions in the writers' work. Urzua
(1987), for cxample, examined tne cffect peer conferencing had on LEP students’
writing. The rescarchers met with four upper clementary Asian students for 45
minutes, once a week, for 15 weeks. During this time period, the students
cngaged in peer conferences. The resultant writing picces produced by these
students were analyzed in regards to their sensc of audience, sense of voice, and
sensc of power in writing. The results indicated a growth in the students’'
writing in all threc arcas.

Edelsky (1982, 1986) using writing samples from 524 students in threc
bilingual classes found that using the writing process helped students to have an
understanding of audience. In this study, the students were enrolled in a
program that emphasized writing for rcal purposcs for a varicty of audicnces
(Edclsky, 1982). Many students’ compositions werc found to takc into account
their audience as demonstrated by usc of arrows and other marks to show the
reader where to read next, or where a word should be added when reading. The
students also scemed to differentiate between rcaders who were insiders and
outsiders and provided outsiders with more precise information,

In terms of planning to write, onc stratcgy that has been uscd
cffectively with monolingual-English-speaking students is mapping. Mapping,
as described by Calkins (1983), is a prewriting task that is oftcn also used to
stimulate discussion during a reading lesson. Bermiidez and Prater (1990) studied
the cffect of that instruction in mapping on LEP students' writing. In their
quusi-cxperimental study, the same teacher presented three, two day rcading
lessons based on three different storics in a basal reader to two groups of LEP
students. Onc group received a traditional reading lesson while the other group
cngaged in » mapping activity. Both groups wrote a paragraph at the cnd of the
lesson.  Although no significant differcnces were found in regards to the
students’ fluency (number of words and main idcas) nor in organization of their
writing, a significant difference was four in claboration. The results indicated
that the students who had been instructed with mapping produced morc
clahoration in their paragraphs. That is, they had included morc ideas that went
beyond the text material (as determ 1ed by two independent readings of cach
cssay by two traincd graduate students). The rescarchers concluded that pernaps
representing concepts graphically aids the LEP writers to claborate upon their
discussion of materials. Through mapping activitics, their prior knowledge may
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be activated and linkages with the new knowledge may be formed. Results from
these studies in (Bermidez & Prater, 1990; Edelsky, 1982, 1986; Urzua , 1987)
indicate that writing process instruction may improve the writing produced by
the ESL students.

The Role of the Teacher

The change from a product-oriented approach to writing instruction to a
process-oriented approach, also changes the role of the teacker. When the focus
is on the end product, the teacher is seen as the "editor with the red pen”
(Connelly, 1990). That is, the teacher's role is to examine a student's paper for
grammatical errors, mark the errors with a red pen, then allow the student to
recopy the composition making the indicated corrections. With a process-
oriented approach to teaching writing, the teacher's role changes from editor to
facilitator.

In a process-oriented approach to writing, the tcacher's role is to
facilitate the student's writing by focusing on the content first (Beeker, 1981;
Calkins, 1983; Chew, 1984; Connelly, 1990; Graves, 1983; McKay, 1983).
Research investigating the instruction received by LEP students, however, has
found that the emphasis is stili being placed on form rather than content (Zamel,
1987,1990). Zamel (1987, 1990) , for example, has found that, in contrast to
what pedagogy says is effective writing instruction, writing is still strictly
controlled by the teacher. Language skills tend to be hierarchically sequenced in
the classrooms of the ESL students and writing is the last of the four languagc
skills to be introduced to the students

In order to assist students in developing their writing skills, tcachcrs
using a process approach to writing instruction should make no assumptions
regarding the students’ abilities (Chew, 1984; McKay, 1983). The language of
the students should be enhanced by reading to them, asking thein questions, and
exposing them to a variety of forms of writing (McKay, 1983). Finally,
Connelly, (1990) and McKay (1983) stress that students need to learn to cvaluatc
their own writing. Through individual conferences with the teacher and with
peer group conferences, students are provided the opportunity to practice rcvising
their own work (Calkins, 1983; Gravcs, 1983).

If students are to be ablc to usc process writing strategies effectively,
they must be instructed in their use (Chew, 1984; McKay, 1983). Thercfore, the
teacher's role is to give students practice in writing for different audiences and for
different purposes. Considering the changing role of the teacher in a process
oriented approach to teaching writing and the lack of instruction using this
process in classrooms with ESL students, it is important to cxaminc tcachers'
perceptions towards the product-process stratcgles

The present study surveyed in service teachers about thclr pcrccpuons
of writing strategies that ar¢ important to tcach to LEP students. It is
hypothesized that in scrvice teachers, who teach ESL students, will perceive
process-oriented strategy instruction as an cffcctive approach for teaching writing
to their students. This may be particularly true for these participants, since they
arc all currently enrolled in courses at the university and have been exposed to
this approach,

12
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Method
Subjects

The subjects in the present study were 52 elemeatary school teachers of
ESL students. These participants were in service teachers that were all enrolled
in graduate level courses at the university. The university is an upper division
institution located in the southwest region of the United States. There were 5
males and 47 females. The ages of the participants were as follows: 40% were
between the ages of 26-35; 30% were between 36-45 years of age; 22% were
between the ages of 18-25; and 8% were older than 45 years of age.
Approximately half (51.9%) of the participants were Caucasian; 34.6 % were of
Mexican American heritage; 3.8% were African American; while Native
American (1.9%) and Asian/Pacific Islander (1.9%) each accounted for less than
two percent of the teachers surveyed.

Slightly more than half (57.1 %) of the teachers had less than one year
teaching experience in an ESL program. Teachers with 1-3 years of teaching
experience comprised 24.5% of the teachers surveyed; 12.2% had between 4-6
years of teaching expericnce in an ESL classroom; and 6.1% of the teachers had
been teaching in an ESL classroom for 7-10 years. None of the teachers had
cxpericnce teaching in an ESL classroom for more than 10 years. However, the
total number of ycars that these subjects has been teaching reflected a more
cxperienced population. For cxample, 27.5% had taught lcss than one year;
23.5% had taught 1-3 years; 15.7%> had taught 4-6 years; 19.6 had 7-10 ycars of
teaching experience; and 13.7% had over 10 years of teaching experience.

More than half of the in service teachers (69.4%) werc in the process of
completing their bilingual/ESL certification. Of the remaining tcachers
surveyed, 22.4% had completed their bilingual/ESL certification between 1987-
1992, while 8.2% had compleied certification between 1975-1980. None of the
participants were certified before 1980.

Ingtrument

The Writing Strategy Survey (WSS) was administered to all the
tcachers. The instrument was adapted from the Writing Skills Inventory
designed by Padrén and Bermiidez (1988). The WSS is a four-point Likert-type
scalc qucstionnaire consisting of thrce sections. The first section provides
demographic information about the teachers who participated in the study. ltems
on the demographic questionnairc included gender, age, grade lcvel taught,
number of ycars taught in ESL classrooms and total number of years tcaching.
Scction 2 of thc WSS lists 28 strategics that prcviously been identificd by
current research as thosc used by English-monolingual and bilingual students
during thc composing process (sce e.g., Padron & Bermiidez, 1988). Twenty-
one of the items describe strategies that have been identified as process-oriented
stratcgics. Scven items described strategies identified as product-oriented
strategics. Product and process strategies were randomly placed throughout the
survey. In this section, subjects respond on a four-point scale indicating the
importance they placed on tcaching students to use cach strategy. The scale
consisted of: (1) not important, (2) somewhat important, (3) important, (4) very
important. The third section listed the same set of strategies again and asked the
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respondents to rate each strategy in terms of how difficult each one would be to
teach to LEP students. The scale consisted of: (1) not difficult, (2) somewhat
difficult, (3) difficult, (4) very difficult, and (5) don't know. An estimated
reliability coefficient of .70 was obtained on the survey using the Kuder-
Richardson 20 formula.

Procedures

The Writing Strategy Survey (WSS) was administered by the
researchers to the teachers during class time at the beginning of ths semester.
The survey took approximately 20 minutes to complete.

Results

Table 1 reports the means, standard deviations for all variables. A
score of 4 indicates that teachers perceived this strategy to be "Very Important”;
3 indicates that the strategy .is "Important”; 2 "Somewhat Imporiant”, and 1
"Not Important”. In terms of the strategies that teachers' perceived as important
to teach ESL students, the following three strategies received the highest ratings:
Have Students Use Their Own Experiences (M= 3.55; SD= .67); Concentrate on
Ideas and not Words (M= 3.48; SD=.58); and Jot Down Ideas While Writing
(M=3.29; SD=.72). The least important strategies, according to the teachers
were:  Focus on Spelling /Mechanics (M= 1.67; $D= .83); Change

Spelling/Mechanics During Writing (M= 1.59; SD= .75); and Finish Quickly
M= 1.29; SD= .57).
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Table 1: Means and Standard Deviations of Teachers' Perceptions of the '
Importance of Teaching Writing Strategies to LEP Students

Strategies M

Plan Goals of the Story
Think of Words in the Native Language
Say Story to Themselves Before Writing
Write Neatly
Have Students Use Own Experiences
Think About the Reader
Guess the Spelling of a Word
Begin to Write Immediately
Finish Quickly
Focus on Spelling/Mechanics
Revise Stories after Completion
Focus on What the Teacher Wants
Use the Dictionary to Check Spelling
Think in Native Language; Translate to English
Look up Words in the Dictionary When Finished
Imitate Styles of Good Writers
Use Imagery
Get Help from Other Students
Concentrate on Idea, not Words
Jot Down Ideas While Writing
Change Spelling/Mechanics During Writing
Talk About Ideas to Others
Revise to Change Meaning
Revise to Facilitate Reader Understanding
Change Plans Before Starting e
Think of New Ideas After Writing Begins
Think of New Ideas After Writing is Complete
Write About What is Easiest for Them to Say Aloud

Kcy:

I=not important
2=somcwhat important
3=important

4=vcry importani
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It must be pointed out that the following results need to be interpreted
with caution, since the number (n= 52) of subjects participating in this study is
small. .

Analysis of variance (ANOVA) was conducted to determine if there were
differences in teachers' perceptions depending on their total number of years of
teaching experience. In addition, an ANOVA was also conducted to dctermine
whether there were differences in teachers' perceptions of writing straiegies
according to the number of years that they had been teaching LEP students.

The ANOVA results indicated that there were few statistically
significant differences in teachers' perceptions of writing strategies according to

. the total number of years of teaching experience. Overall, the ANOVA rcsults

indicated statistically significant diffcrences for the following writing stratcgics:
Guess the Spelling of a Word; Use the Dictionary to Check Spelling; Rcvisc to
Facilitate Reader Understanding; and Change Plans Beforc Starting. Gcenerally,
teachers' with a greater number of ycars of tcaching experience perceived these
stratcgies more important than teachers with less teaching experience. For the
stratcgy, Guess the Spelling of a Word, teachers with lIcss than a year of tcaching
experience perccived this strategy as being less important than teacher who have
had one or morc years of tecaching expericnce. Use the Dictionary to Check
Spelling was similarly vicwed as Icss important by teachers with fewer years of
expericnce than by those with more (>3) teaching cxpericnce. The straicgies,
Revise to Facilitatc Rcader Understanding and Change Plans Before Starting were
perccived by teachers with the greatest number of ycars (>7) of tcaching
cxpericnce as being more important than by teachers with fewer years (<6) of
teaching cxpericnee.

There were very few statistically significant differences when examining
by the number of ycars teaching LEP students . There were only two stratcgics
that were statistically significant diffcrent: Revisc to Change Mcaning and
Revise to Facilitatc Rcader Understanding. For Revise to Change Meaning, less
cxperienced teachers (less than a year to 6 years) perceived this strategy as less
important than tcachers who had taught for morc than seven years. For the
stratcgy, Revise to Change Mcaning and Revisc to Facilitatc Reader
Understanding teachers with three or less years of teaching perceived this strategy
as being less important than teachers who have taught for seven or more ycars.

Discussion

Overall, tcachers who participated in this study perceived proccess-
oricnted strategics as the most important to tcach LEP students. There were,
however, three process-oricnted strategies that teachers did not consider important
and found difficult to tcach. These included Imitating Styles of Good Writcrs,
Revising to Change Mcaning, and Changing Plans Before Starting to Writc.
Thesc results differ from previous studics which have indicated that. instruction in
process-oricnted strategics is not taking place in ESL classrooms. A possible
cxplanation for the findings in the prescnt study may be that all the teachers are
cnrolled in graduate level courses, and perhaps they have had the opportunity to
Icarn about process-oricnted instruction in writing. Thercfore, these teachers
may be morc awarc of the importance of thesc strategics, than tcachers who have
been in the ficld for many ycars without having received additional training.
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It is interesting to note that the years of teaching experience had little
effect on teachers' perceptions of writing strategies. The present study did
indicate a few differences that were related to years of experience. The differences
found in this study, however, must be viewed with caution. The results of this
study are limited in that the sample was small and homogeneous population.
Future studies need to examine the perceptions of a larger more diverse
population of educators. Also, research needs to be conducted to help determine
the extent to which teacher training affects teachers' impiementation of strategy
instruction. In addition, future studies need to examine whether the strategies
that teachers view as important are the ones that are actuaily being taught vo
LEP students in their classrooms. In addition to observational studies that
identify the strategies actuaily being taught by teachers, research also needs to
examine the extent to which and how frequently are these strategies taught to
LEP students. This type of information can help in developing more appropriate
teacher training programs for teachers of LEP students.




Writing Instruction

References

Beeker, R. (1981). Introducing the writing prmglss; New procedures, new
expectations. (ERIC Document Reproduction Service No. ED 252 853).

Bermidez, A., & Prater, D. (1990). Using brainstorming and clustering with
writers to develop elaboration skills. TESOL OQuarterly, 24(3), 523-528.

Calkins, L. (1983). Lessons from a child: On the teaching and iearning of
writing. Portsmouth, NH: Heinemann.

Chew, C. (1984, March). Writing in jon: Commitment to improvement.

Paper presented at the Queenshoro Reading Council Conference, Bayside,
NY. (ERIC Document Reproduction Service No. ED 244 283).

Connelly, M. (1990, July). The teacher's role in responding to student writing.

Paper presented at the Conference on Rhetoric and the Teaching of
Writing, Indiana, PA.

Connor, U. (1987). Research frontiers in writing analysis. TESOL Quarterly,
21(4), 677-696. .

Connor, U., & Farmer, M, (1990). The teaching of topical structure analysis
as a revision strategy for ESL writers. In B. Kroll (Ed.), Second language
writing: Research insights for the classroom (pp. 126-139). New York:
Cambridge. ’

Cummins, J. (1988). Language proficiency, bilingualism and academic
achievement. In P. Richard-Amato (Ed.), Making it happen: Interaction
in the second language classroom (pp. 382-395). New York: Longman.

Edclsky, C. (1982). Writing in a bilingual program: The relation of L1 and L2
texts. TESOL Ouarterly, 1€(2), 211-228.

Edelsky, C. (1986). Writing in a bilingual program; Habia una vez. New
Jerscy: Ablex.

Graves, D. (1983). Writing: Teachers and children at work. Excter, NH:
Heinemann.

Hall, C. (1990). Managing the complexity of revising across languages.
TESOL Quarterly, 24(1), 43-60.

Humes, A. (1983). Rescarch on the composing process. Review of Educational
Research, 53,201-216. -

18




12 NABE '92-'93

Krapels, A. (1990). An overview of second language writing process research.
In B. Kroll (Ed.), Second language writing; Research insights for the
classroom (pp. 37-56). New York: Cambridge.

Lindholm, K. (1990). Bilingual immersion education: Criteria for program
development. In A. Padilla, H. Fairchild, & C. Valadez (Eds.), Bilingyal

education; Issyes and strategies. Newbury Park, CA: Sage.

Mayer, R. (1985, April). ¢h on teacher belief: i in th
improvement of instruction. Paper presented at the annual meeting of the

American Educational Research Association, Chicago, IL.

McKay, S. (1983). Some limitations in teaching composition. In J.
Handscombe (Ed.), On TESOQL '83: The guestion of control. Selected
papers from the Annual Convention of Teachers of English to Speakers of
Other Languages (pp. 187-194). Toronto, Canada. (ERIC Document
Reproduction Service No. ED 275 151).

Monahan, B. (1984). Revision strategies of basic and competent writers as they

write for different audiences. Research in the Teaching of English, 18,
288-304. .

Nespor, J. (1985). The rolc of belicfs in the practice of teaching: Final report
of the teacher beliefs study (Tech. Rep. No. 143). Austin, TX:

University of Texas, Research. and Development Center for Teacher
Education.

Padrén, Y. N. (1991). Commentary on "Dialogues promoting rcading
comprchension.” In Teaching advanced skills 1o at-risk students: Views
from rescarch and practice (pp. 131-140). San Francisco: Jossey-Bass.

Padroén, Y. N. (1992). Instructional programs that improve the reading
comprehension of students at risk. In H. Waxman, J. Walker de Felix, J.
Andcrson, & H. P. Baptiste, Jr. (Eds.), Students at risk in at-risk

schools: Improving environments for Iarning (pp. 222-232). Newbury,
CA: Corwin.

Padron, Y., & Bermiidez, A. (1988). Promoting cffective writing strategics for

ESL students. Southwest Journal of Educa liona! Research Into Practice,
11, 19-26.

Raimes, A. (1985). What unskilled ESL students do as they write: A
classroom study of composing. TESQL Quarterly, 19(2), 229-258.

Rocen, D. (1989). Devcloping cffective assignments for sccond language

writers. In D. Johnson & D. Roen (Eds.), Richngss in wriling:
Empowering ESL student (pp. 193-206). New York: Longman.

13




Writing Instruction

Scardamalia, M. (1984). Highei order abilities: Written communication.
Washington, DC: American Educational Research Association for the
National Institute of Education. (ERIC Document Reproduction Service
No. ED 273 573).

Scardamalia, M., & Bereiter, C. (1986). Research on written composition. In
M. Wittrock (Ed.), H k of researc’: on teaching (3rd ed.). (pp. 778-
803). New York: MacMillan.

Silberman, A. (1989). Growing up writing: Teaching children to write, think,
and learn. New York: Random House.

Urzua, C. (1987). “You stopped too soon": Second language children
composing and revising. TESOL Juarterly, 21(2), 279-304.

Zamel, V. (1987). Recent rcsearch on writing pedagogy. TESOL OQuarterly,
21(4), 697-715.

Zamel, V. (1990). Through students' eyes: The expcfiences of threc ESL
writers. Journa! of Basic Writing, 5(2), 83-98.




CURRICULUM EXTENSION FOR
THE GIFTED AND TALENTED STUDENT
WITH LIMITED ENGLISH PROFICIENCY

Judith A. Mérquez
Cheryl B. Sawyer

Abstract

This paper offers suggestions for meeting the needs of gifted
and talented (GT) limited English proficient (LEP) student through
an extension of the differentiated curriculum. An overview of the
differentiated curriculum and issues which must be addressed in
meeting the needs of the GT/LEP student are presented. Teaching
strategies and methods which can be used in the instruction of
GT/LEP students, as well as recommended teacher characteristics,
are also included.

Although no specific prepackaged curriculum can be recom-
mended to meet the needs of GT/LEP students, the criteria dis-
cussed in this article should be included in developing strategies
which impact their instruction. The curriculum, when extended uti-
lizing the recommended criteria, should provide the necessary
foundation for cognitive and linguistic develcpment.

Introduction

Gifted and talented (GT) children “require differentiated educational programs
and/or services beyond those normally provided by the regular school program” if
they are “to realize their contribution to self and society..." (Marland, 1971, p.
ix) The differentiated curriculum forms the core of the gifted and talented pro-
gram, Educators may, however, fail to recognize the need for a differentiated cur-
riculum designed to meet the needs of all students identificd as gifted and tal-
ented. Just as a need exists for some individualization within the regular educa-
tion program, so does a need for individualization within the gifted and talented
program. As more culturally and linguistically diverse students arc identified as
gifted and talented, the need for an appropriate educational program which consid-
ers their linguistic and cultural needs becomes a priority (Sawyer & Mérquez,
1992).

When developing the appropriate differentiated curriculum for GT/LEP
(Limited English Proficicncy) students, educators must keep in mind that cultur-
ally and linguistically diverse gifted students share characteristics with all other
gifted and talented students although there may be some differences exhibited in
behaviors which emerge from the students’ cultural values, necds, and interests
(Kaplan, 1982). Therefore, the curriculum which is developed for gifted and tal-
ented students needs to be extended to address the linguistic and cultural needs of
that population. The curriculum must be designed for both the general and spe-
cific characteristics of the gifted and talented population for whom it was in-
tended (Kaplan, 1982).
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The Differentiated Curriculum

Curriculum is defined by Sato (1988) as an organized set of purposeful expe-
riences in school, at home, and in the community which helps students become
all that their potential allows them to be. To serve the gifted/talented most cf-
fectively, "curriculum must be appropriately differentiated, articulated kinder-
garten through grade 12, sequential in content to be assimilated and skills to be
acquired...and linked meaningfully to the regular curriculum” (Sato, 1988, p. 2).
The GT curriculum should provide opportunities beyond the boundaries of the
existing school and should begin with the interests and present knowledge of the
student.. Gifted and talented curricula should allow the student the opportunity to
acquire those basic skills and concepts taught in the regular program, as well as
provide opportunities for the student to expand those skills and concepts.
Differentiated curricula designed to enhance the learning potential of the gifted
and talented ‘student should encourage the student to pursue topics in depth at a
pacc commensurate to student ability and interest, explore unforeseen tangents
without the confinement of curriculum parameters, and initiate activities which
diverge from the structured format within a framework of guidance and resource
appropriate for such exploration. Such curricula would also allow students to
ask questions about aspects of studies which could lead to even more questions;
to experience emotional involvement with a project based on the students® inter-
csts and usc of higher levels of ability; to learn the skills, methodology and dis-
cipline involved in intellectual and creative pursuits; to think (interpret, connect,
cxtrapolate) and imagine (ideas, images, insights) to fully develop products; and
to experience the use of intellect and senses necessary in all creative cndeavors
(Blanning, 1981).

Curricula for the gifted and talented student can be categorized under three
basic types: accelerated, enriched, and individualized. Accelerated curricula allow
GT students to move at a rapid pace through a subject or field of study. Enriched
curricula consist of learning experiences with greater depth and/or breadth than
the mainstream students want or need. Individualized curricula emphasize inde-
pendent study on self-selected topics or interest areas ‘Eby & Smutney, 1990).
Since gifted education programs must take into consideration the characteristics
of all their students, including limited English proficient (LEP) students, it
would be difficult to recommend a specific curriculum which would address the
needs of all GT students. Thercforc, it is advised that the characteristics and
nceds of the GT population which is being scrved in a specific district or school
be asscssed and that an appropriate program model be developed to mcet their
necds. When a curriculum model has been selected, educators should examine it
closcly to verify that the needs of the entire GT population, including the
GT/LEP are being met.

Educators should take into consideration guidelines for judging curriculum
materials and principles of differentiation for the culturally and linguistically di-
verse child. Gallagher and Kinney (1974) recommend, among other things, that
the cultural backgrounds of children be taken into consideration not just for the
benefit of the culturally different child but for all gifted children.
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Meeting the Needs of GT/LEP Students

Many teachers and administrators state that they have inadequate knowledge
about giftedness and gifted education. Educators also lack knowledge and train- .
ing on cultural and linguistic issues which can affect the identification of cultur-
_ally and linguistically diverse gifted students (Bermiidez & Rakow, 1190). In a
recent research study, educators expressed hesitation and frustration at tne idea of
even identifying, LEP students for GT programs when there was no appropriate
curriculum or placement to address their unique needs (Sawyer, 1993).

Teachers involved in gifted ard talented programs should examine their atti-
tudes and expectations concerning culturally and linguistically diverse students,
in gencral, and GT/LEP students, in particular. The inclusion of gifted and tal-
ented students with limited English proficiency in GT programs should be per-
ccived as an opportunity to expand knowledgz rather than as a burden which
must be accommodated. Thorough training in multicultural, linguistic, and
gifted issues would enable tcachers to utilize this opportunity fully (Sawyer,
Rakow, & Bermidez, 1992).

When addressing the needs of students with limited English proficiency,
teachers need to be cognizant of the stages involved in first and set ond language
acquisition in order to support the GT/LEP student’s on-going development in
both languages. Providing instruction in the first language can develn . -ills in
that language, as well as enhance the child’s development in the second language
(Cummins, 1981). The fist language should be actively supported throughout
the acquisition of the second language. Failure to maintain and continue the de-
velopment of the primary ianguage during the second language acquisition pro-
cess can result in subtrective bilingualism (i.e., the loss of the primary lan-
guage).

Teachers should not confuse limitations in the sccond language with limita-
tions in academic cognitive ability. Teachers often have low curricular cxpecta-
tions for LEP students becausc they perceive these students as having inadequate
skill development due to their being in a transitional stage between their first and
secor:d language.

The language acquisition process is facilitated by comprchensible input and
social intcraction. Comprehensible input refers to language which is made morc
understandable to the fearncr (Krashen, 1982). Reference to concrete materials,
paraphrasing, repetiiion of kcy points, and acting out meanings arc some of the
ways in which speakers can help convey meaning and make languagc morc un-
derstandable (Percgoy & Boyte, 1993).

Background knowledge

In_order for students to succeed in school, they must urderstand academic
material, and in order for students to understand academic material, they must
have the appropriate background knowledge. Background knowledge, or schema,
plays a crucial rolc in understanding language. Rummelhart (198() states
"schemata arc employed in the process of interpreting scnsory data (both linguis-
tic and nonlinguistic), in retricving information from memory, in organizing ac-
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tions, in determining goals,... and generally in guiding the flow of processing in
the system” (pp. 33-34). Culturally based schemas, or a lack of schemas, can
" interfere with full understanding of a text (Adamson, 1993). LEP students may
not have the schemata necessary for full understanding of all the material to
which they are exposed or for which they are responsible. All students should be
provided with the appropriate support system for expanding their experiences in
order to give them an extended repertoire of schemata from which to draw. In ad-
dition, the background knowledge which culturally diverse students bring with
them to school should be valued and utilized to expose students to diverse points
of view. .

hin i m

The impact of teaching styles must be given serious consideration in the es-
tablishment of a positive lcaming environment for thc GT/LEP student.
Instructional methods should integrate a varicty of strategies to develop thinking
in all students (Sawyer, et al., 1992). Cooperative learning strategics, holistic
approaches, and other non-competitive activities incorporating broad-based
themes which stress multicultural issues should be incl:Jed in the curriculum.

Cooperative learning provides LEP students frequent opportunities for natu-
ral sccond language practice and ncgotiation of meaning through interaction
(Peregoy & Boyle, 1993; McGroarty, 1989). The tasks and group structures
which are used in cooperative learning foster different types of verbal exchange,
thus offering fluent speakers of a language more opportunities to tailor speech
and interactions to the communicative needs of the less proficient (Gaies, 1985).
This, in turn, facilitates the second language (L2) acquisition process by provid-
ing comprehensible input to the learncr. In addition to the effects on language
development, cooperative learning strategies can have positive effects on the so-
cial skills of all students. By requiring that all group members participatc in
some manner, all students have the opportunity to share in the success of the
project. The students perceive themsclves as an integral part of the group’s suc-
cess, and at the same time enhance the development of their social skills.
Feelings of confidence and self-csteem are then combined with the comprehensi-
ble cooperation (Solis, 1988).

Another approach which is reccommended in the extension of the curriculum
to meet the needs of GT/LEP students is whole language. In whole language
classrooms, children read for enjoyment and for the purpose of locating informa-
tion, rather than to carn a good grade. Although teachers are available to give
students the help they may need at a particular time, the children become increas-
ingly independent in secking their own solutions and monitoring their own per-
formance (Cantoni-Harvey, 1992). Students in a whole language classroom
"...achicve a scnsc of control and ownership over their own use of language and
lcarning in school, over their own reading, writing, speaking, listening, and
thinking....” (Goodman, 1986, p. 10). As students usc language functionally
and purposcfully in a wholc language classroom, they arc also developing lan-
guage. This approach is, therefore, one which could meet the needs of GT stu-
dents, LEP students, and GT/LEP students.

Real lifc issucs and related products can often be appropriately integrated
into the curriculum in an cffort to offer themes which are relevant to the student.
Renzulli and Reis (1985) note that while textbook issues are often unmotivating
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10 the student, emerging topics within the cultural community such as racism,
poverty, education, and politics stimulate the student and offer an opportunity to
explore and incorporate cultural vaiues in the classroom setting.

Interdisciplinary approaches should be included in a flexible curriculum
which incorporates broad-based themes. The study, knowledge, and awarcncss of
outstanding individuals in the arts, sciences, humanities, among other fields
from culturally diverse groups should be considered as a component of the
curriculum rather than as a separate unit. For example, George Washington
Carver should be included within the context of the agricultural revolution and
César Chévez within the study of unions, the mathematical contributions of the
Mayans within the study of math, and so forth. The study of values could
include those derived from authority, deductive logic, sense exploration,
emotion, intuition, and science and how different cultures view and derive their
values from each of these (Sawyer, ct al., 1992).

Disciplines such as math, science, social studics, and art can be integrated
into the curriculum in such a way that important objectives are not overlooked.
Mathematics offers opportunitics for advancing the thinking and rcasoning capa-
bilities of gifted students, thus offering a unique area for educating GT/LEP stu-
dents (Valencia, 1985). The scicnces provide GT/LEP students the opportunity
to extend their knowledge through the use of assigned readings, field rescarch
projects, and problem solving cognitive strategies (Valencia, 1985; Kaplan,
1982). Social studics allows for in-depth research into contemporary issucs and
problems and provides for leadership devclopment through group interaction
(Valencia, 1985). The vistai and performing arts curriculum provides the
GT/LEP student with the vehicle for artistic expression as well as developing
artistic skills and dexterity (Valencia, 1985). Theater and visual arts can form a
curriculum designed to “develop a scnse of community, rclease imagination,
train concentration, and sharpen awarcness of the environment” (Niro & Wolf,
1982, p. 1). All of these skills and concepts shouid and can be developed in the
GT/LEP student with appropriate individualization of the differcntiated curricu-
lum.

Success in school is related to the understanding and utilization of abstract
concepts. Gifted children often excel in their ability to acquire concepts faster
and to develop these concepts to higher levels of abst:action than average
children. Children arc able to solve many kinds of problems intuitively even
though they may not be able to verbalize the process. For GT/LEP children try-
ing to verbalize a process in English may be cven more of a challenge because of
their lack of proficiency in that languagc. Therefore, teachers should incorporate
teaching techniques in which children can work on some problems without nec-
essarily providing verbal cxplanations (Frasier, 1978).

The differcntiated curriculum should allow all GT students, regardless of
their English proficicncy, the opportunity to pursuc topics in depth at a pacc
commensurate to the students' ability and intcrest. LEP students should be
given the option to pursuc their areas of interest in either their native language
or English. Resources should be madc available in a variety of formats and lan-
guages in order to give LEP students the same opportunitics to pursuc intcrests
which fully English proficicnt GT students have. The information and concepts
which LEP students acquirc in their first language can then be transferred to
English.
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In order to meet the needs of limited English proficient students within the
gifted and talented program, teachers must possess certain characteristics. What
are the characteristics necessary to be a successful teacher of the GT/LEP stu-
dent? Maker (1975) recommends that teachers of gifted students be highly intel-
ligent, flexible, creative, and self-confident. She also states that possessing a
sense of humor, being sympathetic with the problems of the gifted, and possess-
ing a sense of self-understanding are important characteristics. Additional essen-
tial characteristics for the teachers of gifted and talented students include a high
level of knowledge, well developed problem-solving and planning skills, a high
energy level and enthusiasm, and a high tolerance for ambiguity (Colangelo and
Exum,1981). All of these characteristics are not only essential in teaching GT
students, but also in teaching LEP students.

Teachers of GT/LEP students must also possess specific skills in order to
communicate effectively with culturally diverse children. Those skills ideatified
by Kito and Lowe (1975) as necessary for cffective communication include a
knowledge of the individual’s culture, an awareness of situations which may be
culturally sensitive and knowing how to respond appropriately in such situa-
tions. An awarencss of expressions to which an individual may be culturally
sensitive and familiarity with figures of speech peculiar to the cultural back-
ground of the individual are important as well. . :

Although proficiency in the students' language(s) is not a requirement for
teachers ¢ GT/LEP students, it is certainly beneficial, especially if students are
given the opportunity to pursue their interests in their first language. If the
teachers of GT/LEP students are not bilingual, they should work closely with
bilingual teachers or other resource personnel to ensure that LEP students have
the necessary support and that the students’ work is evaluate appropriately.

Teachers need to be sensitive to cultural issues, receptive to expanding their
knowledge about other people, and flexible enough to accept other expericnces
and points of view as valid. Cultral awarcness can be attained through formal
training, through experiences, or through other avenues. Torrance (1975)
strongly promotes the concept of students teaching teachers about iheir culture
through informal sharing experiences. The sharing of personal experiences will
enhance the opportunity for students and the educators to become more familiar
with different cultural values and lifestyles.

Teachers of GT/LEP students also need to recognize the relationship of lan-
guage to culture. Without language, culture cannot be acquired cffectively nor
can it be expressed and transmitted. Therc is a strong link between language and
culture in the process of knowledge acquisition, as well as in the context of the
whole development of young people (Trueba, 1989). Language is one of the
vehicles through which people cxpress their cultural values, their knowledge, and
their experiences. Stigmas should not be attached to the student’s languagc or to
the circumstances under which it was acquired. Culturally diverse languages arc
differcnt but not inferior or inadequatc. In addition, language differences should
not be viewed as a barrier to leaming nor as limitations in ability. Tcachers
should also be aware that although gifted LEP students may be highly articulate
in their native language, they may not be at a stage where they arc able to
exhibit that same ability in their sccond language (Valencia, 1985). Teachers
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with the aforementioned characteristics should be able to meet the needs of all
their students by extending and adapting the differentiated curriculum accordingly.

Conclusion

Programs and curricula should be developed for students which build upon
their strengths rather than upon their deficits (Torrance, 1975). Maintaining a
focus on student deficits rather than asiets only serves to deny LEP students the
opportunity to excel through the diversified curriculum.

Although no specific prepackaged curriculum can be recommended to meet
the needs of the GT/LEP student, the criteria discussed in this article should be
included in developing strategies which impact all GT students, including the
GT/LEP. The curriculum, when extended utilizing the aforementioned criteria,
should provide the necessary foundation for cognitive and linguistic develop-
ment.

Every curriculum must have a basis for evaluation and opportunities for fur-
ther development and revision. According to Passow (1986), & successful cur-
riculum should have: experience in learning how to leamn; traditional disciplines
taught in both divergent and convergent ways; cultrally pluralistic themes; in-
dividual and small group strategies; opportunities to enhance bilingual skills;
high expectations; a community base; a climate for excellence; and ongoing staff
development (Passow, 1986). These factors, along with the others which have
been mentioned previously, should be considered as a basis for an exemplary cur-
riculum designed to meet the nceds of GT/LEP students.
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DEVELOPING AND USING COLLABORATIVE
BILINGUAL SPECIAL EDUCATION TEAMS

Kathleen C. Harris
Ann Nevin

Abstract

This paper takes a constructivist view of teaming and pre-
sents a case study of how bilingual and special educators developed
and instituted their own collaborative bilingual special education
teams in a southwest urban school district. Ethnographic method-
ologies were used. The first author audio taped and kept field notes
of team meetings at two schools as well as discussions with team
members and other school personnel regarding the bilingual spe-
cial education tcams. Several lessons were identified regarding the
development and maintenance of the bilingual special education
teams in this diswict. First, self-determination of team character-
istics was evidenced. Second, the tcams and team processes con-
tinued to evolve. Third, cohesiveness among team members can
be instigated by a crisis. Fourth, there are no “right answers.”
Finally, even without ideal conditions, positive changes can occur
in a school.

Introduction

Transdisciplinary team structures are nceded in educational settings in which
bilingual/bicnltural students are served. The importance of collaboration and the
development of collaborative, transdiscipinary tcam structures within educa-
tional scttings is well documented in the litcrature (Chalfant, Pysh, & Moultric
1979: 1dol, West & Lloyd, 1988; West & 1dol, 1987). While some educators are
beginning to use such structures, they lack expericnces working in this manner
(Chiarelott, Reed, & Russell, 1391). Even fewer school personnel have had
cxperience in working together through collaborative interactions to meet the
needs of students who are limited English proficient and also cxpericncing
lcarning problems (Fradd, 1991; Hudson & Fradd, 1990; Oriiz & Wilkinson,
1991). For example, teacher assistance teams have been instituted in a few
schools to specifically address the needs of bilingual/bicultural students who arc
having problems in school prior to referral to special cducation (Collicr, 1988;
Garcia & Ortiz, 1988; Ortiz & Wilkinson, 1991). Thesc joint efforts require
coordination, consultation, and collaboration among bilingual and spccial
cducators.

The literature provides suggestions for how to institute school-based teams
(Chalfant, ct al., 1979; Hcron & Harris, 1993; 1dol, Nevin, & Paolucci-
Whitcomb, 1993; Ortiz & Wilkinson, 1991) as well as evidence suggesting the
cffectivencss of these tcams (Chalfant & Van Dusen Pysh, 1989; Fuchs, Fuchs,
& Bahr, 1990; Graden, Casey & Bonstrom, 1985; Nelson, Smith, Taylor, Dodd,
& Reavis, 1991; Ortiz, 1990). Although the litcraturc provides suggestions for
instituting tcams, rescarch is needed to determine means for assisting schools in
collaboratively constructing and using tcams. The purpose of this paper is to
describe a constructivist view of tcaming and to present a case study of how
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bilingual and special educators in one school district developed and instituted
their own collaborative bilingual special education teams.

Method

Ethnographic research methodologies were used to study these teams (Miles
& Huberman, 1984). By systematically participating in and observing the team
process, the authors sought to understand the meanings of actions, practices, and
events from the teachers and administrators working in the setting. Additionally,
the longitudinal design of this study provided the opportunity to build working
relationships between the authors and school district personnel. As rapport
developed, it provided access to the beliefs and attitudes of the participants --
information that is often difficult to obtain in other ways (Edgerton & Langness,
1978).

Setting

The location of this stiidy was a school district on the fringe of a southwest-
ern city's traditional inner city area. The district's neighborhoods are a mix of
small business and light industrial development. This K-8 district, with approx-
imately 6,000 students, has 84% minority representation, 81% family poverty,
52% populatlon turnover and 74% of its' students are limited English proficient.
The district is not rich in resources; neither does it have a reputation for being on
the forefront of educational innovations. Therefore, it is representative of many

urban school districts in the country faced with serving a challenging student
body with limited resour<es.

Sources of Data

A university professor has been involved with the process of developing and
implementing the teams in this district since the inception of the team concept.
In the spring of 1991, she participated in district deliberations resulting in the
decision to establish teams. During the first academic year of implementation
(1991-1992), the professor attended the team meetings at both schools and kept
ficldnotes. Periodically, she talked with team members, teachers who referred
students to the team at the elementary school, and department heads at the junior
high school to obtain their perceptions of the team process and its effectivencss.
The professor has maintained a relationship with the district and has supported
the establishment of a third team at an elementary school in the district.
Throughout the past two ycars, she documented conversations with district
administrators, principals and teachers regarding the developing teams and
collected artifacts from the tcams to document their development as well as
transcriptions of tape-recorded tcam meetings, field notes, and intervicws.

Procedures and Results
The results are interwoven with the procedurcs. Results are presented in
chronological format, with excerpts from the interviews and logs, to illustrate

the three phases of the study: developing the teams, collaboratively constructing
the tcam processes, and using the tcams.
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Developing the Teams
The following words describe the impetus for the special education dircctor
at the school district to establish bilingual special education teams.

It was about three years ago now ... the scenario will probably sound
somewhat familiar. I was in a situation where I had the coordinator of
the bilingual program come to me and say, "we have a problem because
there is a special ed. kid at one of our schools who is also bilingual and
just not getting the services they need.” And I said okay ... after
Christmas we need to take a look at this. Well after Christmas the
special ed. people came to me and said, "we got a problem because we
have this child who is bilingual but they've got to have these special
ed. services ... and the bilingual teachers are saying that I can't serve
them....The bilingual people werc saying he's special ed. but he needs
10 have all of his instruction in Spanish and he goes back to the special
ed. room and all they do arc these English things and the special ed.
people arc saying that he has to have special ed. because he's a special
ed. kid ... " (Special Education Director, Fcbruary 1993).

She called a meeting of bilingual and special education personnel. As she
describes it:

We met in a library in onc of the schools and the special cd. people
sat over here and the bilingual people sat over here. It was very-inter-
csting because the bilingual people were saying “they don't understand
our kids and they don't know what to do with them. If we refer them
nothing happens to them.” And the special ed. people were saying
“well they never refer them” ... (we decided) to problem soive ... (we
decided) we've got to have some training.... We did a day of training
(with the first author), half of the morning bilingual training and half of
the moming special ed. training. So the bilingual and special ed.
people could communicate on somewhat of an equal basis ... In the af-
ternoon we brainstormed and let these people tell me and (the first
author) what it was they thought needed to be done .... Ard it came
down to these specific seven. We felt that language of instruction
needed to be based on the linguistic needs of the child. Collaborative
cfforts using cxpertise of tcachers across departments was necessary.
There needed to be buy-in by administrators and we're talking top down.
We needed to have the numbers of kids in the class changed,... interface
using materials, (provide) in scrvice for both bilingual and special cd.
staff and (orchestratc) parent involvement. (Special Education Dircctor,
February 1993),

During the first ycar (1991-92), the interface of bilingual and special cduca-
tion materials as well as the interface of bilingual and special cducation scrvices
was addressed through in scrvices conducted by district employccs.
Administrative buy-in for collaborative cfforts was addressed by talking with
principals about the cstablishment of bilingual special education tecams and

33




28 NABE '92.'93

securing the participation of an elementary principal and a junior high school
principal to establish teams at their schools. The elementary school principal
received training in the teacher assistance team process used by Chalfant and
Pysh (1989) and was eager to establish'such a team at his school. The junior
high school principal had not received training in the teacher assistancc team
conccpt but she was interested in interdisciplinary teams as a vehicle for
delivering instruction to students.

mposition an ) m

The university professor and the special education director met with each
principal separately. At this meeting, the professor, the special education direc-
tor and the principal clarified the team purpose and determined the composition
of the tcam. The purpose of the team was to provide support to the teacher in
instructing students with non-native English speaking backgrounds who werc
having problems in school, a focus consistent with the teacher assistance tcam
concept (see, for example, Chalfant, et al., 1979). The bilingual special educa-
tion team did not replace the special education referral team (i.e., Child Study
Team); neither was it a required step in the prereferral process for the Child Study
Tcam.

The factors of expertisc and staff personalities influenced the composition of
the teams. At this elementary school, the core team members included: a pri-
mary lcvel bilingual resource tecacher (Mexican-American, bilingual
Spanish/English), an intermediate lcvel bilingual resource teacher (Cuban, bilin-
gual Spanish/English), a special education resource teacher (Anglo, monelingual
English), a speech and language pathologist (Anglo, monolingual English) and
the principal (Mexican-American, bilingual Spanish/English). At the junior
high school, the core team members included: a bilingual teacher (Mcxican-
American, bilingual Spanish/English), an English as a Second Language (ESL)
teacher (Mexican-American, monolingual English), a special education resource
tcacher (Mexican-American, bilingual Spanish/English) and the assistant princi-
pal (Mexican-American, bilingual Spanish/English).

During the first academic year, thc composition of the clementary tcam did
not change. However, the composition of the junior high tcam changced.
Because the dutics of the assistant principal prevented active participation in
tcam meetings, he was replaced by the Title VII bilingual specialist (bilingual
Spanish/English). The principal (Anglo, monolingual English) became a mem-
ber of the tean. to cmphasize its importance to school staff. Finally, in the
spring, a general educator (Mexican-American, bilingual Spanish/English) was
added to the team to provide credibility to the general cducation staff and to
account for the general education perspective.

Waborativel ing the Team Pr
The authors (both Anglo, monolingual English) uscd a constructivist
approach to support the development of these teams. That is, the authors did not
imposc a model for school-based tcams but supported school personnel in the
process of tcam formation, team implementation, and team cvaluation. This
support was provided by crcating a "community of discourse” (Fosnot, 1991, p.
58). The authors asked clarifying questions, paraphrased understandings, and
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helped school staff use conflicts as opportanities to make structural changes.
This approach for support was used to promote active construction of knowledge
as well as team ownership. .

In collaboration with the special education director (Anglo, monolingual
English), the authors constructed a series of leaming opportunities in which par-
. ticipants mutually developed and refined their teaming processes. Team mem-
- bers were released from school responsibilities and the sessions were conducted

in the district office conference room. The goal for session 1 was to model a
collaborative process to establish teams. Administrators and university personnel
facilitated separate meetings of each bilingual special education team. At this
time, team members shared information and beliefs with one another, established
a purpose for their team and determined a team name. The elementary team iden-
tified the following aspects of teaming to be most important: communication
skills and being supportive; evaluation and the ability to be flexible and follow-
up resources; time; team effort, i.e., how the team works as a group, willingness
to learn and being an advocate for the child; and knowing limits of tcam mem-
bers. The purpose identificd by the elcmentary team was: in depth study of
helping and meeting the appropriate educational needs in the least restrictive
cnvironment via collaboration. The team chosc to be named the Bilingual
Education Support Team.

The junior high school team considered the following aspects of teaming to
be most important: collaborative approach - share expertise, materials, resources
(seck resources outside team, if needed), problem-solving, be open-minded (kecp
ego outside); establish comfortable situation for the referring teacher and focus
on the student. The junior high team identified the following purposes: provide
intérventions;strategics; provide resources/materials; have weekly mectings;
communicate activitics of the team; identify exceptional students; articulate
among programs (€.g., new ESL program, Child Study Team); and change ncga-
tive attitudes into positive attitudes. The tcam chose to be called the
Collaberative Assistance Team.

The goal for Session 2 was to model a collaborative process to maintain and
refine team functioning. Information regarding a simple 30 minute problem-
solving process and referral procedures used by other teams (Downes, Saver,
Maass, Thaney, & Hill, 1990; Hudson & Fradd, 1990) was shared with partici-
pants. The teams themselves developed their own referral forms and processcs.

The goal for session 3 was to model a collaborative process for mutual
coaching and debriefing activitics. Two 2 hour simulations were held with cach
team at their school site. The authors, the special cducation dircctor and tcain
members practiced reviewing the referral information, conducted a mock team
meeting based on a hypothetical rcferral, and debriefed the outcome and the inter-
personal communication processes after the simulation. Subsequent refincments
occurred during weekly hour-long tcam meetings during which the first 15 min-
utes focused on sctting the agenda, verifying roles, and discussing referrals; the
next 30 minutes were devoted to the tcam mccting during which members prac-
ticed sclected roles and collaborative behaviors; and the last 15 minutes focused
on debricfing, deciding what to change, and cclcbrating achicvements.
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During the first year of the project, the elementary team had seven referrals
and was accessed by general and bilingual educatcrs. Approximately 60% of the
students who the teachers referred were bom in th:e United States and approxi-
mately 50% were English dominant. Teachers referred students for both aca-
demic and behavior problems, including problems with the English language,
problems retaining concepts, writing and reading problems (in both English and
Spanish), problems with motivation, distractibility and socialization to school.
The elementary team started with rcferrals one or two weeks after the initial
aspect of the training was completed , The issues this tearn grappled with during
the first academic year were: maintaining referrals at mid-year, interpreting feed-
back regarding the team process, and refining team processes for the following
year which would clearly address follow-up of team interventions and support for
team members.

To maintain teacher referrals throughout the year, the team members pro-
vided incentives to teachers, e.g., thank-you notes, coupons which reminded staff
of the support provided by the team, and reminders at staff meetings. The first
author obtained feedback from referring tcachers by engaging them in unstruc-
tured intcrviews which addressed tcam process, outcome and suggestions for
tcacher support. Their comments were audio taped and transcribed. The
transcriptions were summarized by the first author and summary statements
under each general topic area were presented to the team members. Though
referring teachers provided strong positive comments regarding the process and
outcome of team meetings, the team members focused upon suggestions for
change and, therefore, interpreted the feedback as negative. This “crisis” seemed
to provide the impetus for the team to move forward in team development and to
refine their team process for the second academic year.

During the first academic year, the junior high tcam had five referrals and
was accessed primarily by special educators. Eighty percent of the students
referred were born outside of the United Statcs and were Spanish dominant.
Teachers réferred students for both academic and behavior problems including
problems with speaking English and understanding English dircctions. The
issues they grappled with were stability, effcctive use of a problem-solving pro-
cess, referrals to the team, and support for team members.

The stability of the team was affected by the team's singular focus on out-
comes of team meetings; team members had to be encouraged to develop their
team process skills. Team stability was addressed through additional simulations
and focused coaching on tcamn process during debricfing sessions as well as
changes in membership. To promote referrals to the team, team members per-
sonally approached teachers who they knew and who were receptive to make-
referrals to the team as well as reminders in the school daily paper and staff mect-
ings.

Both the elementary and junior high tcams struggled with obtaining support
to maintain thec tcams' functioning. As the first ycar drew to a closc, teachers
indicated that the extra work team membership required (i.e., mecting once a
week before or after school and consulting with referring teachers) was considered
an extra responsibility. Support during the first year was provided through a
university stipend to tcam members. At the end of the first academic year, the
clementary school team identificd scveral strategies that would help to support
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their team membership including compensatory time for team participation as
well as a priority for the collaborative bilingual special education team over
other school committees. At the junicr high school, the collaborative bilingual
special education team became part of the school-wide planning for interdisci-
plinary teaching teams. For the 1993-94 academic year, the team members on
the collaboracive bilingual special education team were each assigned to an inter-
disciplinary team. Rather than waiting for referrals to come to the collaborative
bilingual special education team, team members will work directly with the
interdisciplinary teaching teams to support those teachers and to identify students
who are in need of adaptations to their instructional program. There was reluc-
tance, from both principals, to provide released time for team members to con-
sult with the teachers who accessed the team as well as reluctance, from team
members, to serve primarily in a consulting role. That is, during the first year
of implementation, team members behaved as if the way to support teachers was
to suggest interventions for students that required team members to teach stu-
dents directly by pulling them out of their classes. However, by the end of the
first academic year of implementation, the elementary school principal and at
lcast one of the team members recognized that lack of assuming a consulting
role was a weakness.

Title VII Teacher: ... And one of the problems that we did have at the
junior high was the all day classes and I wasn't there enough to pull
kids out and work with them...

Elemcntary Principal: But see that's also one of the weaknesses of our
team is that we started doing that, It's not nearly as collaborative as
possibly it should have been. They start taking on and which of course
the teachers ate up.

Title VII Teacher: You know as I think about it, the pulling the kid
out of the special, that's easicr probably in the short term to do... but
many times it felt likc it was rough going all the way and perhaps it
was becausc a couple of times we said "hcy, we can't do their work for
them. They've got to try this, they've got to try that.” (End of ycar
intcrview, June 1992)

Discussion

Results of this study arc discussed within the framework identified by Harris
(1991) regarding the four gencral collaboration competency arcas nceded by cdu-
cators scrving culturally and/or linguistically diverse students. The first gencral
competency is to understand onc's own perspective. By the end of the first aca-
demic year, both tcams identificd their belicfs regarding the nature of collabora-
tion. That is, it became obvious to the junior high team mcmbers that they
were outcome-focuscd as well as apparent to the clementary team members that
they were process oricnted. To establish a balance, it was necessary to provide
opportunitics for junior high tcam members to address team interpersonal com-
munication process skills and for the clementary tcam members to redesign fol-
low-ups to clearly address the outcomes of tcam miectings.
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The second competency identified by Harris (1991) was to use effective
interpersonal, communication and problem-solving skills sensitive to cross-cul-
tural -and cross-disciplinary interactions. Interpersonal communication, problem-
solving, and orgamzauonal skills (such as arranging for meetings) were practiced
by members of both the junior high and the elementary teams. Ownership of
the team processes and products evolved when the teams were approached by
another school whose faculty were eager to replicate the team process. Trust
among the team members was strengthened when each team experienced a crisis
which was stimulated by an evaluation of their effectiveness. When confronted
with information that their meetings were sometimes intimidating to referring
teachers, both teams began to understand the iterative cyclical process of re-
design and the reciprocal interaction of the interpersonal skills that are needed for
teams to be effective.

The culture and language used by team members was a mix of school and
individual cultures. That is, junior high humor (e.g.. recounting jokes/pranks
evident among the junior high students) as well as references to Latino culture
(c.g., talk about food to bring to team meetings such as tamales) were prevalent
among members of the primarily Latino junior high school team. In contrast,
the clementary team was a mix of Latino and Anglo cultures. The atmosphere
was ong of learning about Latino cultures from the Latino tcam members (e.g.,
asking the Intermediate Bilingual Resource Teacher to interpret a letter in a
child's folder written in Spanish) but conducting team mectings from a linear
problem-solving perspective and using the language of the school (e.g.,
acronyms for committees and special programs at the school).

The third competency, to understand the role(s) of collaborators, and the
fourth competency, to use appropriate assessment and instructional stratcgies,
were evident in the information and materials shared among team members. All
tcam members were comfortable sharing material resources related to assessment
and instructional techniques for students who are limited English proficient as
well as for those cxperiencing learning and behavioral problems. As the tcams
continued to meet, members increasingly showed their willingness to learn {rom
cach other. This culminated in the development of a resource file for each tcam
during the summer after the first academic year.

Several Icssons were identified regarding the development and maintenance
of the bilingual special education teams in this district. First, self-determination
of team characteristics was useful in establishing the teams. That is, the tcams
identified their own focus (i.e., outcome oriented versus process oriented) and the
communication techniques that worked best for them (i.e., institutional versus
individual contacts). Second, encouraging the .eams to cvolve was uscful.
Ownership became mose cvident as the teams shared with other teams and school
districts and increased intcrdepecndence among tcam members was apparent as
time in team membership increased (e.g., team members accessed each other
more as resources). Third, cohesiveness among tea™ members was instigated by
a crisis (i.e., when evaluating their cffectiveness, team members pulled together
to redesign and renew the tcam process). Fourth, there scemed to be no "right
answers.” The tcams developed to meet the needs of each school. They did so
with support which is based on principles of cffective teaming and sensitivity to
the process of change. Finally, even without ideal conditions, positive changes
occurred in the schools. This is important as this is the reality of many urban
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schools. They are not ideal "lab" schools yet they are the schools faced with the
challenge of educating many of our culturally and linguistically diverse students.

This paper is based on a presentation given at the 1993 NABE
Conference in Houston. Funding for this research was provided by the U.S.
Department of Education, Office of Special Education & Rehabilitative Services
(OSERS) (Award # H023A10054), However, the opinions expressed herein do
not necessarily refleci the position or policy of OSERS, and no official
endorsement should be inferred.

Note. The authors wish to thank the Director of Special Education of the school
district which is the focus of this paper. Without her needs analysis,
participation and support, this study would not have been possible.
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A QUALITATIVE ASSESSMENT METHOD
- FOR ACCURATELY DIAGNOSING
BILINGUAL GIFTED CHILDREN

Virginia Gonzalez
Patricia Bauerle
Maria Félix-Holt

Abstract

A qualitative assessment method for cognitive-language devel-
opment in bilingual children and its underlying mode} are discussed.
This model views language learning as a concept formation process
in three domains: cognitive, cultural, and linguistic. This qualitative
assessmunt method has proven to be useful for making accurate dif-
ferential diagnosis between genuine handicapping conditions, disabil-
ities, giftedness, or normal second language learning. Two major
methodological problems in the assessment and identification of lan-
guage-minority, low-income, gifted children are discussed in relation
to two needs (a) to develop psycholinguistic models including cogni-
tion, culture and language; and (b) to contro} externai factors influ-
encing language -cognitive development. The application of the
qualitative assessment method 1s illustrated by a case study poriray-
ing the richness of bilingualism that includes a home language sur-
vey, parents' and teachers' ratings of the child’s language proficiencies
and talents in the school and home environments, and results of lan-
guage and non-verbal intelligence standardized tests. Finally, a dis-
cussion of the current dilemmas that evaluators face when assessing
bilingual children is provided in light of myths and misconceptions.

Introduction

Presently, there are two tnajur methodological problems in the assessment
of bilingual children that result in two needs: (a) to construct robust psycholin-
guistic models that consider cognitive, cuitural, and linguistic variables; and (b)
to control external factors influencing language-cognitive development when as-
sessing and differentially diagnosing between normal second language learning,
handicapping conditions, disabilitics, or giftedness. A number of researchers
have responded to the need for psycholinguistic models studying how bilingual
children develop cognitively and linguistically in a bicultural environment. Only
some relevant studies focusing on the positive cffects of bilingualism on cogni-
tive development, resulting in a multidimensional definition of metalinguistic
awareness, will be reviewed in this puper.

For Cummins (1978) metalinguistic awarencss was rclated to bilingual
children's understanding of the arbitrary nature of word-referent relationships
and to the use of sophisticated rcasoning strategics. For Diaz (1985)
metalinguistic awarcness was the product of the effect of bilingualism on
cognition, and was defined as the ability to analyze and objectify language.
Bialystock (1986) considered that metalinguistic awarcness: (a) was a composite
of two skills, analysis of linguistic knowledge and control of atiention for
linguistic processing; and (b) was influenced by carly word concept
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development, level of bilingualism and biliteracy. Hakuta (1987) suggested that
metalinguistic awareness was related to the bilingual child's first language
proficiency. Finally, Snow (1992) considered that early bilingualism can
influence positively metalinguistic awareness.

These two methodological problems are related, as external factors affect-
ing the validity of assessment methods for diagnosing cognitive-language devel-
opment in bilinguals, and correspond to cultural, linguistic, and cognitive do-
mains that interact in psycholinguistic models. Qualitative assessment methods
derived from psycholinguistic models show construct validity which is of central
importance for accuratcly diagnosing language-cognitive development in bilin-
gual children. Presently, validity is presumed to pertain to the ethical, moral,
educational, and social long lasting and powerful consequences of using assess-
ment instruments that are meaningful for diagnosing, labeting, and placing chil-
dren in regular, bilingual, or special classes (AERA, APA & NCME, 1985;
Messick, 1989).

These two interrelated methodological problems in the assessment of bilin-
gual children arc even more acute when the objective is to accurately identify
gifted, language-minority, low-income children. Often the result of assessment is
the under representation of these students in gifted educational programs across
the nation. The first methodological problem of developing psycholinguistic
models is related to the need for a definition of giftcdness that encompasscs
linguistic and cultural diversity among low-income children.  According to
Renzulli (1978) definitions of giftedness can be considered conservative or
liberal, in relation to the degree of cestrictiveness used in determining who is el-
igible for special services.s The definition ranges from straight IQ, failing to
consider motivational factors and cultural and linguistic expressions of apti-
tudes, to multiple criteria. This difference in criteria results in misinterpretations
and misuse, and allows practitioners to discriminate against individuals who
have the greatest potential for high levels of accomplishment. He considered
gifted children the ones who showed a cemiposite set of traits: above-average
abilities to.gencrate diverse and creative solutions to problems, task
commitment, and potential for any valuable arca of human performance.

Morcover, Frasier, (1987) has highlighted that giftedness occurs regardiess
of the child's cultural and linguistic background, sociocconomic class, and par-
cnts’ cducational and social background or valucs. As a result, if gifted children
come from diverse cultural and linguistic backgrounds, then our identification
procedures should also reflect this diversity. In addition, Frasier (1991) has
pointed out the importance of recognizing that culturally and linguistically di-
verse children have received a diverse or different stimulation from their socio-
cultural environment, but they do not lack stimulation or are deprived. This dis-
tinction is related to the expression of mainstream cultural attitudes in the conno-
tations of labels used with minority children (i.c., recently we have changed the
1zbel culturally deprived for culturally and linguistically different or diverse).

In addition, Renzulli (1991) pointed out the need for rescarch studics that
cxamine the expression of giftedness in culturally and linguistically diverse,
low-income children as only few studics have being conducted until the present.
For instance, Marquez (1992) found problematic definitions of giftedness which
include criteria cutoff scores in standardized tests that discriminate against fim-
ited English proficient children who arc not acculturated. As a solution,
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Miérquez (1992) developed a profile of gifted Hispanic children that include the
cuitural perception of the community in the identification process. Gifted
Hispanic children were described by their parents as curious, motivated, cre-
ative, observant, inquisitive, able 1o find multiple uses for objects and to solve
problems, and interested in trying new things and in reading. Scott, Perou,
Urbano, Hogan, and Gold (1992) conducted a survey of parents of Black,
Hispanic, and White children that found some similar attributes of giftedness
which have also been identified for mainstream children (e.g., talked early, likes
reading, learns quickly, has good memory, and is above peers). In addition,
some differences emerged as Hispanic gifted children were described by their
. parents as communicative/expressive, loving books, being observant, and ex-
celling in academic skills.

The issue of similar characteristics in gifted children across cultural, ethnic,
linguistic, gender, and socioeconomic groups has also being pointed out by
Frasier (1991). She suggested that all gifted children showed the same attributes
such as intrinsic motivation, very high levels of cognitive and verbal communi-
cation skills, and academic performance. Then, some characteristics of gifted
majority children rcported by several rescarchers (e.g., Cecil, Gray,
Thornburgh, & Ispa, 1985; Kogan, 1983; Lieberman, 1977; Meador, 1992;
Torrance, 1968) can also be applied to minority children, such as transformation
of objects, dramatizations, fanciful cxplanations, fantastic stories, transiation of
experiences into action, imaginative or symbolic play, physical-social-cognitive:
spontancity, manifest joy, sensc of humor, and a playful attitude, among others.
A second traditional problem has been the control of external factors influencing
the valid and rcliable asscssment and identification of gifted, language-minority,
low-income children. For instance, Merino and Spencer (1983) found that 1nost
commonly used oral language proficiency tests (e.g., The Language Proficiency
Scalcs -LAS, De Avila & Duncan, 1986) were not comparably equivalent across
psychometric properties (i.e., validity, rcliability, and the norming process) and
areas examined (i.c., language arca: syntax, phonology, or semantics; domain:
home, school, or neighborhood; developmental comparability of items; and lan-
guage varicty or dialect measurcd). Frasier (1991), has pointed out that the
problem of identifying gifted minority childrcn has generated some solutions
(c.g., tcachers' nominations, adaptation and translation of standardized tests,
quota system r.:2dcls, identification and instructional models), but none have ac-
tually solve our present nced. As a result, Frasier (1987) and Renzulli (1991)
have called for the use of multiple quantitative and qualitative asscssment meth-
ods in order to broaden the criteria traditionally uscd for identifying gificd mi-
nority children.

In addition, Renzulli (1991) has pointed out the critical need to conduct hy-
potheses testing research supported by strong data basis grounded in empirically
validated theorics or models with the objective of devcloping identification pro-
cedurcs. Thus, the two methodological problems for the identification of gifted
minority children are intcrrelated, because the construction of psycholinguistic
models will result in appropriatc definitions of giftedness for minority children,
and in the devclopment of accurate assessment methods.

Morcover, a number of authors (c.g., Bermidez & Rakow, 1990; Frasier,
1987; Gonzalez, 1990, 1991; Loyola, McBride, & Loyola, 1991; Oller, 1991;
Santos dc Barona & Barona, 1991; Snow, 1992) have highlighted scveral nceds
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at present given the state-of-the-art of standardized instruments that fack validity
and reliability when used with language-minority students. Some of these needs
are: (a) to assess language proficiency in both languages in language-minority
children, as they might have different proficiency levels in different areas (e.g.,
functional versus academic language; or oral language proficiency versus read-
ing and writing; or phonology, grammar, and vocabulary development versus
verbal and non-verbal conceptual development); (b) to incorporate cultural fea-
tures in their verbal and non-verbal cognitive development (e.g., code-switching,
code-mixing, vernacular. dialects, cultural gestures); (c) to rely more on non-ver-
- bal rather than on verbal measures of intelligence; (d) to assess potential for
learning the second language and develop cognitively rather than assessing for
acquired knowledge; (€) to include individuals from the linguistic and culturat
community of the child as informants (e.g., parents, relatives, peers) in order to
understand their cultural values, beliefs, and attitudes, their affective relation-
ships, discipline and control strategics, and language use at home: and (f) to
stimulate advocacy roles and awarencss in school personnel for representing the
best educational interests of language-minority children when participating in
assessment, diagnosis, and placement committees.

In general, as Frasier (1991) has pointed out we nced to avoid stereotypical
descriptions of minority children as portrayed by standardized tests that compare
minority with dominant children. Scveral authors (e.g., Damico & Hamayan,
1992; Frasier, 1987; Gonzdlez, 1993; Kitano, 1991) have highlighted the need to
change present attitudinal biases, philosophical, theoretical, and political beliefs
in school personnel that may result in the misconception that giftedness cannot
be found in low-income minority students.

In this paper, we propose a-ncw solution that cncompasses most of the
nceds highlighted at present for developing valid and reliable instruments for ac-
curately identifying gifted language-minority children. This solution involves a
qualitative assessment method that includes verbal and non-verbal problem-
solving tasks administered in first and second language. This qualitative as-
sessment methed is based on a psycholinguistic model constructed by Gonzalez
(1991) for explaining the interfacc between cognitive-language development in
bilingual children, such as verbal and non-verbal concept formation measured
through classification tasks. Thus, this paper has a double objective: (a) to de-
scribc how to implement the qualitative asscssment method; and (b) to illustrate
its use in a real-life context with the purpose of accuratcly identifying gified
bilingual Hispanic kindergartners in a metropolitan school district in the
Southwest region of the United States. In this paper a case study shows con-
tradictory information resulting from using qualitative and standardized asscss-
ment methods, and illustrates the successful application of this qualitative
mcthod as it 2sscsscs bilingual gifted minority children's genuine cognitive and
language potentials.

Model

Gonzalcz (1991) proposed a new model to cxplain the influence of cogni-
tive, cultural, and linguistic factors on scmantic catcgory formation. This model
states that concepts arc represented in three ways: (a) non-verbally as abstract
categorics (i.e., basic scmantic categorics -daily life labels for objects, and non-
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basic semantic categories -labels for categories and subcategories of objects), (b)
symbolically by meanings of sociocultural conventions (i.e., animate object ref-
erents as animals, and inanimate object referents as food -natural and arbitrary
linguistic gender respectively), and (c) linguistically by structures and markers
(i.e., familiar and unfamiliar words, and similar and different linguistic struc-
tures between first and second language). '

According to this model, the cognitive process of mapping verbal onto non-
verbal meanings involves categorization and transformation of concepts that can
be universal or culturally and linguistically bound. Then, one way of showing
the interaction between cognitive, cultural, and linguistic factors is by assessing
children's verbal and non-verbal classifications of objects representing non-ver-
bal concepts, symbolic sociocultural meanings, and linguistic gender markers.
Gender was selected as the first linguistic structure to study because of major
diffcrences between English and Spanish in the three ways of representing con-
cepts (non-verbal, symbolic, and verbal) for animate and inanimate objects.
Gonzdlez (1991) found that bilingual children constructed (a) one universal
representational system common to Spanish and English for knowlcdge of non-
verbal, symbolic, and verbal conceptual caiegories; and (b) a second representa-
tional system for symbolic and verbal conceptual categories unique to a specific
language and culture. Gonzdlez (1991) concluded that conceptual development
in bilingual children is represented through abstract (non-verbal) and semantic
(verbal) categories. In summary, this new model that integrates cognitive, cul-
tural, and linguistic variables has direct practical implications, as thc tasks cre-
ated for developing the model have been used as an alternative qualitative as-
sessment method for identifying gifted bilingual children.

Gonzilez (1991) established five verbal (labeling, defining, and verbal justi-
fication for sorting) and non-verbal (sorting and category clue) classification
tasks. Children were given manipulative objects representing animate (animals)
and inanimate (food) items, corresponding to 14 experimental stimuli groupings
reflecting cognitive, cultural, and linguistic variables. Two parallel scts of stim-
uli, both representing animals and food, were designed to avoid transference of
learning when administering the tasks in both Spanish and English. These five
tasks tested two theoretical approaches, the traditional -Piagetian theory (e.g.,
Piaget, 1965, 1967; Sinclair-de-Zwart, 1969) and the constraint approach (e.g.,
Markman & Hutchinson, 1984; Waxman, 1990). These two theoretical ap-
proaches were included because previous research studies from the Piagetian
theory and constraint approach have yiclded different results in the level of se-
mantic categorics formed by children. Furthermore, both verbal and non-verbal
tasks were used to comparc how linguistic and cultural factors influence scman-
tic category formation in bilingual children. A bricf description of the five verbal
and non-verbal tasks is included below. In addition, some genuine cxamples of
responscs and its categorization and scoring are portrayed in the case study.

Labcling is operationalized as a verbal production task that measures lan-
guage development at two levels: (a) the object level, reflecting word knowl-
cdge; and (b) the gender level, indicating knowledge of the linguistic structures
and markers for gender assignment. Defining is operationalized as a verbal pro-
duction and comprehension task that mcasures verbal conceptual development
as it gives information of the child' s ability to producc and understand basic and
non-basic scmantic categorics. The sorting and verbal justification for sorting
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tasks measure non-verbal and verbal concept formation at the production level
based on the interface between linguistic gender assignments, sociocultural
symbolic meanings, and abstract semantic categories. Category clue is a non-
verbal comprehension level task that measures the child's ability to understand
metalinguistic hints given by linguistic gender assignment; and to construct links
between metalinguistic clues, symbolic meanings, and semantic categories.

Applicati f

Kindergartens

. Applied problem. Under the request of a large school district in the
Southwest region with a large percentage of Hispanic children (more than 40%
of the school population), this qualitative assessment method was adopted as an
alternative individualized procedure for selecting and placing bilingual Hispanic
students in gifted classrooms. These bilingual Spanish/English children attend-
ing regular kindergarten classcs werce referred for further individualized testing
based on (a) a qualitative group screening procedure using observations of spa-
tial, linguistic, and mathematical/logical abilities developed by Maker (1991);
(b) a home language survey developed by Gonzalez (1991) for measuring lan-
guage use as reported by parents (c) teachers’ and parcnts' ratings of students'
creative behaviors, gathered using a locally-designed open-ended survey; and (d)
students’ samples of classwork selected by classroom teachers. Referred children
were tested individually using a qualitative assessment method (Gonzdlez,
1991), and a standardized test for non-verbal intelligence (Raven Coloured
Progressive Matrices, 1976). Results of this prereferral information and individ-
val testing were examined by an interdisciplinary placement committee formed
by teachers, administrators, parcnts, school psychologists, graduate students, and
university faculty., For the purpose of illustrating the implementation of the
qualitative assessment method, onc casc study portraying the richness of bilin-
gualism has been selected.

Case Study

Background information. A bilingual English/Spanish Hispanic child at-
tending a kindergarten regular classroom was referred to be assessed individu-
ally. David (the child's real name has been changed in order to protect his iden-
tity) was 5 years and 10 months old by the time of asscssment. Parents re-
ported that they were born in Arizona, and that the child was a third generation
Mexican-American. David was the youngest of 5 siblings. Hc had triplct broth-
crs of 14 years of age, and a sister of 11 years of age. David's first language was
detcrmincd to be English, and his sccond language Spanish; as indicated by his
scorcs on the LAS, and as reported by his parents on a home language survey
and by his classroom teacher in a language rating scale. Sclf-reports of both par-
cnts indicated that they were fully proficient in both Spanish and English.
Parcnts’ ratings of David's language proficicncy indicated an "above average”
level for English, and "not quitc adequatc in comparison with peers” for Spanish.
Parents rcported that they used Spanish and English at home but that their chil-
dren preferred to use English. They reported that their older children spoke
Spanish fluently, and that even though David understood Spanish, he could only
speak a little Spanish with his grandparents.
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Parents' qualitative description of David's talents and abilities. David's par-
ents reported that David had older friends because of his brothers and sister, and
that he made new friends easily as everybody seemed to like him. He liked to
ask questions, and make people laugh with his anecdotes. When playing with
other children, David liked to be in charge and to organize games; when by him-
self, David liked to draw and do homework. David was described as friendly,
observant, curious, talkative, energetic, independent, outgoing, cooperative,
imaginative, and creative.

Teacher' s qualitative description of David's talents and abilities. David's
classroom teacher was a monolingual English speaker of Anglo ethnicity. David
was described as a highly-verbal child who asked many questions and told many
anecdotes related to academic activities. His greatest abilities were reported to
be in math as he performed at higher levels than his peers in logical operations
(i.c., seriation, conservation of number, and classification). David's teacher also
reported that he liked to draw, especially in his journal in which he worked in-
tently taking a lot of time to mak' complete illustrations. David was described
as enthusiastic regarding all aspects of school as an actively involved child who
persevered in academic activities, and a risk-1aker who used trial and error. He
was admired by his peers because he was competitive in a positive way, and he
liked to cooperatc with others while taking the leadership role. In summary,

- David was describe as active, creative, observant, and curious.

Qualitative assessment method: English administration. Two examiners
worked jointly in administering the qualitative assessment method (Gonzélez,
1991) with the objective of assuring reliability in the diagnostic conclusions.
Both examiners were bilingual graduate school psychology students, one was
bilingual English/Spanish, and thc other one was bilingual Greek/English. The
child was examined during the first trimester of the school year. Examiners re-
ported that David was very cooperative, enthusiastic, and friendly; and that he
had good command of the English language as he elaborated on all his answers
by making conncctions of the objects and tasks to his personal cxperiences (€.g.,
he told a detailed story about the rescue of a person bitten by an alligator that he
had watched on television).

For the production level of the defining task in relation to animal stimuli,
David performed at a concrete level as he compared animals that belonged to the
same kind and mentioned the similaritics. For the item "tiger”, the child re-
sponded: "Black and orange, looks like a lion, because a lion has....(points to
marks). If you color out the black lincs, it would be a lion". For this task in rela-
tion to food stimuli, David performed at 2 perceptual lcvel becausc he described
the objects in terms of their shape, form, and color. For the item "tomato”, the
child responded: "They are red and green, with things on top. It's juicy, with lit-
tle lines like a pumpkin but has to be orange”. For the verbal justification for
sorting task, David performed at a concrcte level when he formed two parallcl
lines of animals that corresponded in kind, sizc, and gender. For this latter task,
for the item "alligator" when David was asked why he had grouped the animals
in that way, hc responded: "The mom alligator is fat, the daddy isn't", and then
he compared the two animals to see which was bigger (in reality both alligators
werc exactly the same). In summary, David was diagnoscd as performing at the
functional and concrete levels for production and comprehension tasks when
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forming verbal and non-verbal concepts. David performed above age-appropri-
ate levels as he made many creative comparisons in relation to the objects'
shape, color, and size using his own experiences.

itativi nt method: Spani inigtration. Other two examin-
ers, both graduate school psychology students, did the Spanish administration.
One of the examiners was bilingual English/Spanish, and the other was an
English native speaker with some knowledge of Spanish as a foreign language.
Two weeks following the English administration, David was examined in
Spanish using a parallel set of stimuli for preventing direct transference of leamn-
ing. David understood the Spanish instructions, but responded almost always in
English, using only a few Spanish words (i.e., code mixing). '

Examiners reported that David showed motivation and non-verbal creativ-
ity. He was always helpful in arranging the materials and putting them away.
David was very easy to cngage, very polite, and friendly. He asked a number of
questions about the procedure and about the examiners themselves. Upon seeing
the stimuli for the task, he informed the examiners of the tasks he had done in
the English administration and verbally cited most of items he had uscd the last
time. This seems to indicate that he had strong visual and verbal memory abili-
tics. In addition, Cavid showed a high verbal ability, as he was aware of verbal
subcatcgories (e.g., that Dalmatians arc a kind of dogs), and also of different
classifications of animal families (c.g., he noted that "A gorilla resembled a
monkey"). Moreover, David also secmed to rely heavily on non-verbal commu-
nication. For instance, when questions were asked about different objects, in
addition to providing a verbal description he frequently acted out what the ani-
mals do (e.g., how some animals would fight with and prey on others as shown
in the movies). David persistently used onomatopoeic sounds and nonverbal ac-
tions for conveying meaning. His responses centered around "the fat" theme for
both animals and food.

In the definition task David described with detail the objects, and even went
beyond by describing the imaginative representations that he was visualizing in
his mind. David's performance for the defining task administered with animal
stimuli was at the concrete level due to the presence of categories and subcate-
gorics. For instance, he responded: "A dog. This is a Dalmatian. I have onc, but
he docsn't have dots on his face. He's all black on his face. They' rc fat in the
middle, have long legs, a littlc tonguc, and big ears. "Se parece (Spanish for "it
is likc") a cat.....fat". For this task using food stimuli David responded at a met-
alinguistic level, as he compared objects in shape and form and also used lan-
guage humorously. For instance, for the item “stcak", he said: "You cook it in
the fire. It's likc a cat' s face. Big cars, and the cycs arc here, the nose is here,
the whiskers arc here. It' s like a carpet, onc of those things you clean your fect
on when you go into the housc. It s like a tortilla becausc it' s flat. The dog can’
t cat the bonc because the bone will start moving. It' s black and white and red
all over". Then, the toy steak represented as cooked, became in his imagination a
raw steak, which in color and shapc resembled in David' s words "A penguin
with sunbum". David was also performing at the metalinguistic level in the ver-
bal justification for sorting task for food stimuli in Spanish, as he could recog-
nized and explain verbally and non-verbally the difference in meaning very
quickly and correctly if the linguistic gender was changed. For instance, when
David was asked if the gender of "la pivza” could be changed, he responded:
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"No, because el piso is the floor". In the category clue task David developed his
own system for arranging and transforming the objects. For instance, he used
the triangular shape foods (e.g., pizza, pie) to make a sandwich with the largest
pieces of food as the outer pieces of bread.

Thus, David was diagnosed as performing at concrete and metalinguistic
levels for the production and comprehension tasks when forming verbal and
non-verbal concepts in English and Spanish. It was recommended that David
should be placed in a bilingual gifted educational program, as he had shown an
ability to form verbal concepts, a command of the English language above age-
appropriate levels, and a good understanding of the Spanish language. David
could further develop his strengths and use his great amount of creativity, imagi-
nation, verbal and social skills, and intrinsic motivation in a bilingual gifted edu-
cational program.

Results of standardized tests. On the Raven's Coloured Progressive
Matrices, the child scored at the 79 Percentile, 7 Stanine. The district required
as the standard criteria for placement in the giftcd cducation program to score in
the 97 Percentile or above. On the LAS, the child was classified as a non-
Spanish speaker, and as a fluent English spcaker. However, the qualitative as-
sessment method and the information given by David's parents and classroom
teacher was used as primary critcria by the interdisciplinary committec for plac-
ing David in a gifted first grade classroom the following school year.

Discussion

The case study presented was selected to disprove some common myths
leading to misconceptions that still influence the assessment process of bilingual
children across the nation. Firstly, when we find a child who is English domi-
nant, and who also scores high on standardized language assessment scales in
English, we assume that the child is flucnt in English and that we can accuratcly
diagnose the English dominant minority child using standardized tests in other
developmental areas (e.g., verbal and non-verbal intclligence). This is a miscon-
ception for several reasons, for instance: (a) standardized language scales
mostly reflcct functional but not academic language proficiency, (b) a bilingual
child may know morc than he may be able to produce verbally in his dominant
Janguagc, and (c) being "proficient” in English according to scores on standard-
ized language scales does not mean that the child has the same cducational expe-
riences and prior cultural knowledge in comparison to a mainstream child (sce
Gonzalez, 1993).

Another popular myth and resulting misconception among cvaluators is that
language proficiency levels reflect intelligence devclopment in bilingual chil-
dren. This popular myth is far from the genuine cognitive abilities of language-
minority children as has been demonstrated by Gonzélez (1991). Shc found that
non-verbal cognitive development of kindergarten and first grade bilingual
Spanish/English children was above-normal developmental levels, and that ver-
bal cognitive development was at age-appropriatc developmental levels (Piaget,
1965, 1967) when asscssed with qualitative methods. In contrast, language and
intclligence standardized tests, cven non-verbal intelligence tests (i.c., the Test
of Non-Verbal Intclligence -TONI-, Brown, Sherbenou, & Dollard, 1982) un-
derestimated the genuine verbal and non-verbal potentials of bilingual children,
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These contradictory results will often lead to different classifications of bilingual
children's cognitive-linguistic development when differentially diagnosing be-
tween genuine handicapping conditions, disabilities, giftedness, or the normal
process of leaming English as a second language. Due to the possible resulting
contradictoy diagnostic conclusions, it is important to include multiple sources
of information such as to evaluate the child in both languages and to use ..ffer-
ent monolingual/monocultural and bilingual/bicultural informants (i.e., teachers
and parents, peers, more than one specialized evaluator -educational diagnosti-
cian, school psychologists, speech pathologists, nurse, doctor, social worker).
The importance of evaluating the bilingual child in both languages is illustrated
by the selected case study, as David performed at-age approrriate levels when
assessed in English, and at above-normal levels when assessed in Spanish. This
difference in performance when assessing cognitive development using two lan-
guages, is not only related to the child's language proficicncy levels in both lan-
guages. But, it is also related to the cultural and linguistic variables influencing
differently the expression of cognitive development in both languages in a bilin-
gual child. In relation to the importance of using diffcrent informants, Gonzalez
(1991) found that when using a rating scale teachers cvaluated only 3.3.% of the
~hildren as Limited English Proficient (LEP), and 33.3% of the children as
Limited Spanish Speakers (LSS). In contrast, parents rated 10.3% of the same
childrer: as LEP, and 30% of the same children as LSS. Moreover, 43.3% of the
children were diagnosed as LEP when assessed by the IDEA Oral Language
Proficiency test (Ballard, Tighe, & Dalton, 1979).

That is, as illustrated by the selected case, the presence of two different in-
formants (i.c., the classroom teacher and the parents) offers the possibility of
broadening and enriching our perspective of a bilingual child. In this case, the
classroom tcacher was a monolingual English speaker from a mainstream cul-
tural background. This classroom teacher could describe, interpret, and evaluate
David's cognitive-linguistic performance from the child's English language and
mainstream culture personality dimension. In contrast, David's bilingual parcnts
could describe, interpret, and cvaluate the child's cognitive-linguistic perfor-
mance from the child's bilingual-bicultural personality dimension. In fact,
David's parents could open a whole new window or dimension in the evaluation
process that his classroom tcacher could not offer. This is an illustration of a
traditional assessment principle, stating that no evaluation should be interpreted
by itself, but in a meaningful context of a battery of measurcments poriraying
the individual's performance in diffcrent contexts. In the case of a bilingual
child, different contexts of assessment are related to informants from different
cultural and linguistic backgrounds. It is also important to remember that the
performance of a bilingual child in a monolingual and a bilingual cortext can
show similaritics and also a number of differences as shown in the selected case
study. That is, the interface between first and second language and cognitive
development can offer a new and different developmental dimension in compar-
ison to just observing how the child functions cognitively in onc language inde-
pendently from the other. :

As a result, due to the presence of contradictory information when conduct-
ing an asscssment and diagnostic process with bilingual children, evaluators face
theoretical, practical, and legal problems when they evaluate and participate .in
diagnostic and placcment committees. Thus, it is important to raise the aware-
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ness level of evaluators of the need to become committed advocates in order to
reduce the number of misdiagnoses and misplaccments of bilingual children
(Damico & Hamayan, 1992). Evaluators can become advocates only if they re-
flect on their own attitudes toward culturally and linguistically diverse students
with the help of nurturing and supporting professional groups (see Gonzidlez,
1993). Presently, it is important to nurture evaluators of bilingual students be-
cause we are facing a paradigm shift between standardized instruments derived
from the medical model to qualitative methods of assessment derived from de-
velopmental, multicultural, and bilingual approaches. Thus, presently given the-
state-of-the-art of the assessment models and instruments that are being used
with bilingual studenis, evaluators can come to opposite conclusions depending
on what theories and philosophies they follow, and what attitudes and beliefs
they have.

The former methodological and psychometric problems of current standard-
ized tests when used with bilingual children are just some cxamples of the many
myths, misconceptions, and attitudes that need to be changed by cvaluators of
bilingual children. Morcover, this attitudinal change is difficult to achicvc be-
cause these myths result in the creation of internal barriers that prevent individu-
als to be awarc of their personal responsibility when they realize that their per-
sonality is their major tool for asscssment. Our personality as a tool for assess-
ment includes, just to name a few arcas, our own: (a) cthnic-cultural-linguistic
identity, (b) personal and profcssional commitments to specifics schools of
thought that defend different assessment models and instruments, (c) beliefs and
theorics about how bilingual children learn and develop, and (d) personal back-
grounds and cxpericnces with language-minority students. This attitudinal
change in cvaluators of bilingual children wiil only happen with the-necessary
professional support for becoming committed advocates for bilingual children
(see Gonzilez, 1993).

In summary, the diffcrentiz! diagnosis between genuine handicapping con-
ditions, disabilitics, giftedness, or the normal process of lcarning English as a
second language is a very complex problem that given our current theorics and
assessment instruments is far from being an "objective process”. We need to be-
come aware of the subjectivity involved in diagnosing and placing bilingual
children. The current problem of the over representation of bilingual students in
special cducation @ .d their under representation in gifted cducation is just a re-
flection of the subjectivity involved in the diagnostic process. Thus, presently
alternative qualitative asscssment methods that can accurately diagnosc bilingual
children, like the onc illustrated in this paper, arc a major applicd need.

Conclusions

Even though some bilingual children have a functional command of the
English language, asscssing them through a qualitative method encompassing
cultural and linguistic factors gives them the opportunity to show their genuine
cognitive abilities and potentials. Duc to lack of control for cxternal factors (c.g.,
cultural and linguistic diffcrences, sociocconomic level) when devcloping as-
scssment instruments for cognitive and language develepment, bilingual children
do not qualify for gifted cducational programs when asscssed using standardized
tests. There are still several myths and misconceptions been held by profession-
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als responsible for the assessment of bilingual children in the process of learning
English as a second language. These myths are related to the attitudes, values,
and ethnic identities of evaluators, because our personalities are the most impor-
tant assessment tools through which we observe a bilingual child and make di-
agnostic conclusions. Qne of these myths illustrated by the case study is that
English dominant children who score high in language proficiency standardized
tests can be accurately assessed following mainstream procedures. The case
study presented demonstrates that standardized tests do not reflect the English
dominant bilingual child's genuine cognitive abilities and potentials. In contrast,
when the child is assessed and diagnosed using a model and qualitative assess-
ment method that reflects the child's culture and second language, new cognitive
and metalinguistic developmental characteristics can be revealed. Concerning
the differential diagnosis of bilingual children, the proposed qualitative assess-
ment methoc has important theoretical and practical implications: (a) it can be
adapted for different languages and cultures; and (b) it can address the important
educational issue of the under representaiion of language-minority, low-income
children in gifted educational programs.
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CONSULTATION AND COLLABORATION:
ENGLISH AS A SECOND LANGUAGE AND
REGULAR CLASSROOM TEACHERS WORKING
TOGETHER

Rita van Loenen
Perry Kay Haley

Abstract

The number of students with a primary home language other
than English who are in need of specialized instructional services is
on the rise. However, relatively few regular education teachers are
prepared to teach this increasing number of second language leamers.

This article reviews the literature on consultation and collabora-
tion as it relates to special education. Consultative models have been
effectively employed in special education for a number of years.
Application of consultative methods to BLE/ESL programs is sug-
gested and benefits for teachers and students are discussed.
Information on a Bilingual and ESL program that currently uses a
collaborative model is presented.

Introduction

The number of students with a primary language other than English who arc
in need of specialized instructional services is on the rise (Hamayan, 1990).
Many mainstream teachers have accepted the challenge of working with social,
intellectual, and cultural differences and abilities. However, relatively few
teachers are prepared to teach second language children along with native
English-speaking children (Faltis, 1993). Students who are learning English as a
second language in either a bilingual or ESL setting need a variety of opportuni-
ties for communication which is authentic. The mainstream classroom provides
opportunities for authentic communication and interaction with native English
speakers in a varicty of circumstances.

The integration of Collaborative/Consultative models affords regular class-
room teachers who do not have specialized training in the area of sccond lan-
guage acquisition the opportunity to work with bilingual teachers or ESL tcach-
ers who have becn specially trained in strategics that assist in sccond language
acquisition.

Collaboration/Consultation in Special Education

Special education employs several service delivery models to serve students
with mild handicapping conditions. An cffective service delivery model is re-
source consultation in which resourcc teachers spend part of their day giving di-
rect service to identified students and some portion (20% plus) to consultation
with regular classroom teachers (Graden, Casey & Christenson, 1985). The in-
tent of this model is to reduce "pull outs" of students frorn the mainstream and to
increase skills of regular classroom tcachers so they can work more cffectively
with placed students in their classroom (Gersten, 1990; Hucfner, 1988). In fact,
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it appears that in many cases the best placement for cffective educational and
psychological interventions is in the regular classroom (Brown, Wyne, &
Blackbumn, 1979).

The impact of Public Law 94-142 which has referenced the regular class-
room as the least restrictive environment has increased the need for collabora-
tion. The consultative model is also consonant with the federal government's
Regular Education Initiative (Huefner, 1988).

There are many benefits to a consultative approach. Through teacher con-
sultation, classrcom behavior improves (Engelhardt, Sulzer & Alterpruse, 1971).
Teacher consultation has positive effects on academic performance (Randolph &
Saba, 1973) and teachers' attitudes toward students with behavior problems
(Palmo & Kuzaiar, 1972).

Neel (1981) describes three consultation models. The preferred model of
"process consultation" secks to assist classroom teachers in clarifying student
needs and to  develop solutions through a prescribed set of activities presented
by the consultant. This model is in contrast to the less effective "doctor-patient”
model in which the consultant diagnoses problems and prescribes solutions; if
the prescription doesn't work, the consultant has full responsibility to find a new
intervention. In the "purchase model”, the classroom teacher "buys" resource
services, usually direct services to children, that are nceded to solve problems.
The purchase model alleviates short term problems but does little for long-term
solutions. It is important for the teacher consultant to be involved in "proccess
consultation” so that the consultant can assist teachers in the process of identify-
ing problems and developing solutions.

Dealing with Resistance and Gaining Support

Due to our recent educational history of referring students with special edu-
cation nceds and providing direct services in self-contained and resource class-
rooms, there arc indicators that teachers may be reluctant to join in collabora-
tive, classroom-based efforts to serve students with special needs (Friend &
Bauwens, 1988; Idol-Macstas & Ritter, 1985; Brown, et al., 1979). Therefore,
consulting teachers must be prepared to identify and deal with some possible
resistance to the consultation process.

Gaining support begins with the administration at district and local school
levels. In service training of regular education staff and administrators is a pre-
requisite to initiation of a consultative model. At the local school level, resis-
tance to consultation must be considered both an individual and a group phe-
nomenon. Resistance is reduced through an atmosphere of mutual trust, accep-
tance, and confidence. Interpersonal contact and communication with the whole
staff is important. Teacher leaders arc key staff members to begin consultative
processes because many teachers will follow their acceptance or rejection of
consultation. Ways to develop acceptance include demonstration of worth of
strategies presented by the consultant and recognition of regular classroom |
teachers who have developed effective programs through consultation
(newsletters, notes, principal's recognition at staff meetings or through daily
contacts). Credit is always given to regular classroom teachers, not to the con-
sultant (Brown, ct al., 1979).
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Listenin mmynication Skill

Basic to a consulting relationship is the ability to strategize skills, question,
listen and communicate (Huefner, 1988). The two parties should be equal and
consultation should be viewed as a mutual, reciprocal form of communication
(Pugach & Johnson, 1988). All of the personnel involved in the collaborative
process are considered equals within their areas of expertise, yet each person in-
volved can develop new skills fcr working with second language learners
(Fradd, 1992).

velopin Monitorin h E ional Pl

Consultation, although in a broad sense ongoing, is short term and definitive
when dealing with a particular student's needs. An educational action plan s re-
quired which involves shared responsibility by all parties. This plan includes
strategics 1o be .uscd, person(s) responsible, beginning and cnding dates.
Important featurcs of this process are: agreement on roles, descrintion of situa-
tions/needs/resources, data confirmation, prioritization of steps, development of
goal statements and specification of objectives for both teachers and students.

The next step is implementation of program change. This process includes
collaborate brainstorming by all tcachers to gencrate possible. interventions.
Selected interventions are used to develop a plan of action. Critical aspects of
program implemcntation are monitoring and adjusting. Frequent cvaluation of
the intervention plan, adjusting existing interventions, and implementing addi-
tional interventions from the plan incrcase intensity.

Gencralization of the intervention plan in the regular classroom means that

the classroom teacher will be able to use these strategics across multiple subject
arcas.

Content Knowledge .

Consultants must be aware of learning styles, instructional interventions,
behavicral strategics, and the curriculum of the district. Regular education cur-
riculum is often adapted for childrer placed in special programs. Knowledge of
language lcarning theory adds to the credibility of the consultant.

Prereferral

A prereferral intervention system reflects a trend toward indirect service
(Graden, Cascy & Christenson, 1985 a, b). The goal of the prereferral interven-
tion model is to implement systematic intervention strategics in regular class-
rooms and 1o cvaluate effectiveness of these interventions before a student is re-
ferred.

- This collaborative process can reduce the number of students referred for
direct scrvices. Large numbers of students arc exhibiting academic and
behavioral difficultics in school and spccial education is being used to serve
increasing numbers of these students cach year (Algozzine, Ysscldyke, &
Christenson, 1983). It is questionable whether special education can and should

serve all students with learning and behavior problems under the direct services
umbrella.
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Apbplication to the BLE/ESL pullout program

To understand the application of consultation to ESL pullout programs, one
must understand the theory of language acquisition. Pullout programs for the
purpose of second language acquisition have minimal effect since language in-
structior occurs in the "out of classroom" setting rather than in the authentic
mainstream classrooms. In ESL pullout programs, second language students
leave their mainstream classes at certain times during the day to receive struc-
tured ESL instruction in a separate classroom (Richard-Amato & Snow, 1988).
Instruction lasts from 15 to 50 minutes each day ( Faltis, 1993). Snow, Met, &
Genesee (1992) suggest that a rationale behind integrating language and content
teaching is that language is learned most effectively for communication in
meaningful, purposeful social and academic contexts. Therefore, the main-
stream classroom offers the greatest opportunity for meaningful and effective
communication for second language students. The pull-out setting, because of
the time constraints and lack of English language rolc models, is not the most
idcal sctting for those studcnts trying to acquirc a second language. Practice
and application of lcaming from the pullout program do not always generalize to
the regular classroom settings. This is because teacherz traditionally do not tend
to collaborate nor consult with one another across grade levels or disciplines.
Students learning a second language need a natural setting with a purpose for
authentic communication and good models of English which is the rcgular
classroom. This validates the nced for consultation/collaboration in order to
achicve maximum language learning opportunities.

BLE/ESL pullout programs serve students in a delivery model similar to
spccial cducation resource programs. When second language students spend the
majority of their school time in regular classrooms, it makes sense to usc ESL
teachers as consultants. Their knowledge of second language lcarning can be
uscd to develop effective programs for rapid language acquisition in the regular
classroom. For example, in Arizona cndorsed BLE/ESL teachers have a mini-
mum of 21 course hours in specific BLE/ESL methods and many have years of
expericnce working with second language students. BLE/ESL teachers can also
provide information on cultural backgrounds of thesc students which promotes
understanding and acceptance of language minority students.

Benefits

There would be many bencfits to introducing the consultative model to
BLE/ESL programs. Presently there is an over representation of minority stu-
dents in special cducation programs (Rechly, 1988). Consultation using a prere-
ferral mode! would reduce the number of inappropriate placements since inter-
ventions would be implemented in regular classrooms and fewer students would
be referred to special education. Classroom teachers would lcarn additional
strategics to work with LEP students. This increased knowledge would bencefit
students currently in the class as well as future LEP students.

Through incrcased commanication betwcen BLE/ESL teachers and regular
classroom teachers, there would be a reduction of student program fragmentation
and morc integated instructional plans for LEP students. Parent communication
would be cnhanced duc to closer staff working relationships. The action plan
could be the basis of cffcctive parent conferences.
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In summary, it appears feasible and expedient to introduce the consultative
model to BLE/ESL programs. Benefits include increased effectiveness of pro-
gramming for LEP students, better parent communication, reduction of inappro-
priate referrals to special education, and increased communication between spe-
cial area and regular education teachers.

The Consultative Model in Practice

Beginning with the 1992 school year, several school sites within a ru-
ral/urban school district in the southwestern United States began to implement
various ESL and bilingual consultative models according tc e needs of stu-
dents and size of programs. A consultative model was implemented at all seven-
teen schools. One elementary school chose to continue with a delivery model
that included an ESL program for Kindergarten through sixth grade while oper-
ating a transitional bilingual education program for kindergarten through fifth
grade. Parents in this school setting were given the option of cnrolling their
children in a designated bilingual classroom or in an all English classroom with
ESL support.

The ESL/BLE consultative model became more focused when a team of
teachers from elementary and secondary schools came together in the fall to de-
sign an Individualized Education Plan (IEP) for LEP students who were enrolled
in the district's ESL or bilingual programs. The IEP format was designed to
align with the district criterion reference tests at each grade level in the areas of
Reading and Writing. Onc junior high faculty also developed a Math IEP for
their transitional ESL students.

The development of the IEP allowed classroom teachers, principals, coun-
selors, bilingual teachers and ESL specialists to regularly review the progress of
transitional bilingual and ESL students within the mainstrcam classroom. It
also focused the regular classroom teacher on the delivery of services to students
who were limited English proficient. It allowed them opportunitics to examine
their delivery of lessons and explore how that delivery might be enhanced
through the use of strategies and materials that were better suited to students
who were being transitioned into an all English course of study. It also afforded
them opportunitics to collaborate on a regular basis with an ESL specialist or
bilingual teacher who worked with thic students in a variety of educational set-
tings. The ESL specialist was ablc to work with students in the Computer
Assisted Instruction lab, the regular classroom, bilingual classroom and in a tu-
torial situation both during and after school. The ESL specialist's schedule al-
lowed time to work with regular classroom teachers during regularly scheduled
class time. Both the ESL specialist and bilingual teachers could assist the
classroom teacher with lesson prescntation, preparation of appropriate matcrials
and individualized student assistance. The ESL specialist and certified bilingual
teachers were available for consultation on instructional interventions, behav-
joral strategies, and district curriculum. This in-class consultation allowed ESL
students and those students being transitioned from the bilingual classrooms to
remain in mainstream classrooms which maximized language learning and pro-
vided natural models .
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The integration of language and content area instruction requires that ESL

teachers and bilingual teachers collaborate with mainstream content area teach-
ers.

Such collaboration requires a reciprocal relationship between
instructors. Thus, the language instructor may consult with the
classroom teacher about what is being taught, with particular
attention given to content that has specific or special language
requirements. The language instructor is then able to incorpo-
rate into language instruction meaningful and important con-
tent that has evident language-related value in the rest of the
curricutum. (Snow, Met, Genesee, 1989).

This type of collaboration also gives ESL specialists and bilingual tcachers an
cpportunity to model desired teaching strategies and promotes understanding
and acceptance of the special nceds that language minority students bring 1o a
mainstream classroom.

The San Marcos Model

In the 1987-88 school year, San Marcos Elementary School in Chandler,
Arizona began a school restructuring project that included an Outcome Based
curriculum format and the intcgration of all special programs. The focus of this
restructuring project was to allow opportunities for teachers to collaborate with
grade level teams, cross grade level tcams, and special area teachers to provide
greater opportunitics for all students to become successful in school. In to sup-
port the: philosophy of "Together We Succeed," faculty and staff focused on the
employnient of an interdisciplinary collaborative model for the delivery of ser-
vices for special needs’ populations. On a weekly basis, special area teachers
mct as a team to plan stratcgics and develop units for those students enrolled in
the ESL program. Members of the team included the physical education tcach-
ers, media specialist, computer specialists, special cducation teachers, speech
teacher, music teachers, counselors, classroom aides, Chapter 1 curriculum spe-
cialist, and ESL teacher. The tcam developed units of study that were designed
to incorporate prescribed district ESL curriculum objectives. Each team member
was responsible for contributing their expertise to the development of the units.

They werc also available to consult with regular classroom tcachers who
were given a weekly summary of the lesson objectives and hints for incorporat-
ing the objectives into their prescribed grade level curriculum, Vocabulary lists
were developed to accompany cach unit so regular classroom tcachers could use
them for spelling words for their ESL students in the mainstrcam classroom.
The idea behind this approach was that second language learners do much better
in acquiring a sccond language when it makes sensc, is catcgorically presented,
and is repeated in many different formats.

An cxample of this collaborative cffort was a unit that was developed on
Spatial Relationships. The unit was first introduced in the ESL classroom.
Literature was sclected by the media specialist that would supplement the unit
theme. Other media materials related to the theme were also selected and dis-
tributed to regular classroom teachers who had them available for their ESL stu-
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dents. The physical education staff designed activities that reinforced the theme
of spatial relations with activities such as obstacle courses that the

children had to complete while the teachers verbally gave the directions. They
also designed activities where the students followed written directions that were
displayed on cones throughout the obstacle courses. Other activities involved
games and activities that incorporated the theme of the unit. :

The music teachers found songs that related to the theme and again incorpo-
rated opportunities for total physical response much like those that the physical
education staff developed. The music activities gave the students a chance to
hear the target vocabulary in yet another natural setting. The computer specialist
developed activities for the computer lab that allowed for incorporation of the
unit objectives. Special computer programs were selected and word lists were
customized to allow for maximum exposure to both the
spoken and written word. The special cducation teacher was able to target unit
objectives within the special cducation classroom.

Many of the units werc devcloped by interdisciplinary staff; this project en-
couraged participation of classroom teachers and special arca teachers. This col-
laborative interdisciplinary approach to ESL allowed for a consultative relation-
ship to develop between the regular classroom tcachers and all special arca
teachers. Communication, responsive collaboration, increased cffectivencss of
programs for limited English proficient students, and reduction of inappropriate
referrals were all positive outcomes of this approach. Students benefited
through increased mastery of unit objectives, continuity of expectations, and a
more focused cffort to meet the individual nceds of every student.

Conclusion

Consultative models offer a win-win situation. When tcachers work to-
gether to provide language rich experiences, students and teachers alike bencfit.
Since content area tcachers may be ill-prepared to "teach” language or even rec-
ognize student's language-learning nceds because of a lack of training in lan-
guage pedagogy, language teachers become pedagogical resources for main-
stream tcachers who are willing to assume some responsibility for treating stu-
dents' language needs (Snow, et al., 1989, Richard-Amato & Snow, 1992), Over
the past several years therc has been a renewed interest in language cducation
that intcgrates language and content instruction for sccond language learners
(Hudelson, 1989). Language-across-the curriculum has been advocated for
some time for native speakers of English (Anderson, Eiscnberg, Holland,
Weiner & Rivera-Kron, 1983).

This integrated approach to language teaching and content arca instruction
provides opportunitics for collaboration between classroom teachers and
ESL/BLE tcachers. Cummins (1980, 1981) provided theorctical impetus for
considering the integration of language and content instruction. Working coop-
eratively, the mainstream teacher and language teachers thus pinpoint the lin-
guistic necds of the lcarner and plan jointly to meet these needs (Snow ct al.,
1989). Thesc educators benefit from increased communication with specialists
that results in a clearer focus on individual student nceds. Classroom teachers
benefit by increasing their skills and cxpertisc so that they can more cffectively
work with second languagc lcamncrs who arc placed in their classrooms.
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Consultative models offer opportunities for development of an atmosphere of
mutual trust, sharing, acceptance and confidence.

Students benefit from the increased communication between the special area
teachers and regular education teachers. Collaboration provides a more coherent
developmental program for second language students. There are fewer inap-
propriate referrals and placements to special education. Problems that arise are
quickly addressed. Appropriate second language strategies are modeled and im-
plemented to assist students in content area classes. Student leamning is in-
creased due to attention to individual needs and learning styles.

It is time to tear down the walls that have separated teachers for so long.
Collaborative interdisciplinary models should be a major consideration for
BLE/ESL programs of the 1990's. As the numbers of second language learmers
in our schools increase and resources decrease, the need for collaboration be-
comes more evident.
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VALUED YOUTH PROGRAM:
DROPOUT PREVENTION STRATEGIES FOR AT-RISK
YOUTH

Maria Robledo Montecel
Josie D. Supik
Aureli Montemayor

Abstract
This article presents the findings of the Valued Youth
Program, a national research and demonstration project funded
from 1988 to 1990 by the U.S. Department of Education, Office of
Bilingual and Minority Language Affairs. The Intercultural
Development Research Association (IDRA), in collaboration with
school district personnel, developed this instructional program in
an effort to reduce dropout rates among middle school children who
are limited-English-proficient and at risk of leaving school.
Rescarchers found that tutors stayed in school, improved their
reading grades, increased their self-pride, and developed a better
attitude toward school and teachers. The NABE 1992 prescntation
was based on this resecarch which was guided by Dr. José A.
Cérdenas as exccutive director of IDRA. Dr. Richard Harris was
responsible for the statistical design.

Introduction

In the mid-1960s, Dr. José¢ Cérdenas, one of this country’s pioncers in
bilingual education, was superintendent of the Edgewood Indcpendent School
District in San Antonio, Texas. He struggled to erase the inequities between
wealthy and poor school districts. It was his conviction that the children in his
district who were primarily poor, minority and limited-English-proficicnt, had
the same right to a quality education as children in the wealthiest districts. He
believed it was the school’s obligation to provide such an education to all chil-
dren regardiess of their parents’ wealth or cthnicity.

In his struggle towards improving the educational opportunities for all chil-
dren, cspecially the poor, minority and limited-English-proficicnt, Dr. Cirdenas
sought ways in which educators would realize the tremendous potential and con-
tributions of these children. It was in this context that the Coca-Cola Valued
Youth , rogram was born. The idca was to take sccondary students who were
considered “at risk” of dropping out of school and train them to become tutors of
clementary school children. Thesc “at risk” children then became “valued youth.”

What began as onc man’s idea twenty-five years ago in 2 single school dis-
trict in San Antonio, Tcexas has grown to a cross-age tutoring program in thirty
sccondary schools across the country. The program is internaticnally recognized
for its effectiveness in reducing students’ dropout rates and improving theil
grades, sclf-csteem, disciplinary action rates, and attendance ratcs.

This article presents the gencsis and cvolution of this program as it was de-
veloped and nurtured at the Intercultural Development Research Association
(IDRA) and the research that shaped it.
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Background, Foundation and Theoretical Framework

IDRA’s 1988 study on the under education of American youth demonstrated
that children from non-English language backgrounds are 1.5 times more likely
to leave school before high schoo! graduation than those from English language
backgrounds. Among Hispanics bom in the United States, a non-English lan-
guage background increases the chances of leaving school before graduating from
high school. (Cardenas, Robledo, and Waggoner, 1988).

English-proficient children, they often failed to address the needs, characteris-
tics, and strengths of the potential dropout. (Robledo, et al., 1986). In review-
ing the research literature on effective programs for children at risk of dropping
out, IDRA identified the following critical elements of an effective program.
These critical elements served as the foundation for the Coca-Cola Valued Youth
model:

+  Provide appropriate bilingual instruction for limited-English-proficient

students (Cordasco, 1976; Hakuta, 1986),

*  Develop students’ higher-order thinking skills (Brandt, 1988; Pogrow,
1988; Rose, 1987)

*  Provide accelerated learning for disadvantaged students (Levin, 1987).

*  Incorporate a cross-age tutoring component which placcs the at-risk
student as tutor (“Big Kids”, 1987; Hedin, 1987; Robledo, Cortez, &
Penny-Veldzquez, 1989).

+  Provide programmatic activitics designed to enrich, expand, extend and
apply the content and skills lcarned in the classroom (Robledo, et al.,
1989).

+  Esuwblish or encourage school-business partnerships that provide both
financial resources or job opportunitics and human resources as role
models (Hispanic Policy Development Project, 1984).

= Increase student recognition of their accomplishments and talents
(Canfield and Wells, 1980; Ochoa, Hurtado, Espinosa and Zachman,
1987), and encourage student leadership and participation (Moody,
1987).

* Involve parents in school activities that are meaningful and contribute
to their empowerment (Cummins, 1986).

+  Conduct and utilize evaluation of student learning for modification and
improvement purposes (Coleman, 1982; Loucks and Zacchie, 1983;
Madaus ang Pullin, 1987).

+  Plan for staf. development in a cooperative manner (Crandall, 1983;
Lowcks-Horsley and Hergert, 1985), and design campus activities with
the curriculum and student needs in mind (Dorman, 1984: Levin, 1987;
Raffini, 1986).

+  Exhibit strong lcadership that supports success (Lezotte and Bancroft,
1985), collaborates and cstablishes educational goals (Landon and
Shirer, 1986; Sparks, 1983). ,

*  Create a curriculum that incorporates sclf-paced and individualized
instruction (Bickel, Bond, & LeMahicu, 1986; National Foundation for
the Improvement of Education [NFIE], 1986), uscs cooperative learning
and whole language approaches.
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The Coca-Cola Valued Youth Program (VYP) has six goals for “at-
risk” students: (a) reduce dropout rates, (b) enhance students’ basic academic
skills, (c) strengthen students’ perception of self and school, (d) decrease student
truancy, (€) reduce student disciplinary referrals, and (f) form school-home-
community partnerships to increase the level of support available to students.
School districts across the country have slightly varying definitions of “at risk”
youth, the characteristics of the “at risk” student often include: (1) reading below
grade level, (2) a higher than average absenteeism rates, (3) a higher than average
disciplinary action rates, (4) limited English proficiency, (5) of a minority
background, and (6) poor. This program’s model (shown in Figure 1) turns
perceived liabilities into strengths, remediation into acceleration, and “at-risk”
students into valued youth. The Coca-Cola Valued Youth Program creates these

transformations through instructional and support strategies that pivot around a
time-tested concept: youth tutoring youth.

Figure 1: Intervention Model

(UTORING SESSIgyg

The program’s success is based on the idea of valuing “at-risk” children—
those with the potential of dropping out—by placing them in positions of
responsibility, as tutors of younger students. The tutors also receive a
minimum wage stipend for participation in the program.

The Coca-Cola Valued Youth Program is based on seven important tenets:

1. All students can learn.

2. All students are valued by the school.

3. All students can actively contribute to their own education and that of

others.
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All students, parents and teachers have a right to parucxpale fully in
creating and maintaining excellent schools.

Exccllence in schools contributes to individual and collective economic
growth, stability, and advancement.

Commitment to educational e¢xcellence is created by including students,
parents, and teachers in setting goals, making decisions, monitoring
progress, and evaluating outcomes.

Students, parents and teachers must be provided extensive, consistent
support in ways that allow students to leam, teachers to teach and
parents to be involved.

In 1984, Coca-Cola USA awarded $400,000 to IDRA to design, dcvclop,
and evaluate the Coca-Cola Valued Youth Program. Between 1984-1888, IDRA
implemented the Coca-Cola Valued Youth Program in five school districts in
San Antonio, Texas. Approximately 525 sccondary school tutors and 1,575
clementary school tutees participated in the program during these years of Coc,a-
Cola USA funding.

Building on this expericnce and using cvaluation results which indicated that
the program had an observable positive cffect (Cardenas, Sosa, Johnson, C., &
Johnson, R.L., 1988), IDRA refined the Coca-Cola Valued Youth Program and
began implcmcntation in 1988 with support from thc U.S. Department of
Education’s Officc of Bilingual Education and Mmonty Languages Affairs
(OBEMLA). As a two-year research and demonstration project, IDRA designed-
and developed the Coca-Cola Valued Youth Program, and researched its cffects on
101 Hispanic, limited-English-proficient middle school students in two San
Antonio, Texas school districts. Both districts had low property wealth and high
concentrations of Hispanic, limited-English-proficicnt students.

Research Design

While there were a number of questions which guided the research design,
the three most relevant for this discussion are:

1. How is the Coca-Cola Valued Youth Program actually implemented at

each sitc?

2. Did the Coca-Cola Valued Youth program have an effect on the dropout
ratc of the tutors when compared to the dropout rate of the comparison
group?

Did the Coca-Cola Valued Youth Program have an cffect on the tutor’s
academic achicvement, sclf-concept, attitude toward school, attendance
and disciplinary record?

A quasi-cxperimental research design was used to answer cach of these ques-
tions. Pretest data were collected for treatment and comparison students before tu-
toring began (Baseline - 1988), during implementation, and at the end of the first
and sccond program years (Ycar 1 - 1989 and Year ? - 1990, respectively).

A total of 101 tutors and 93 comparison group students were sclected on the
basis of two criteria: (1) limited English proficiency as defined by the State of
Texas guidelines and (2) reading below grade Ievel on a standardized achicvement
test. The Statc of Texas ideatifics limited-English-proficicnt students through the
usc of (1) a Home Languege Survey which determincs the language normally
uscd in the home and by the student, (2) an oral language proficiency test which
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determines proficiency in English, and (3) State approved standardized achieve-
ment tests (TEA Time and Treatment Guidelines, Spring 1986).

Both the tutors and the comparison group were selected from the same pool
of “at-risk” students. Random selection from the same pool was done for the
purpose of minimizing differences between the tutor and comparison group, thus
decreasing the number of confounding variables in post-test comparisons. There
were no Baseline differcnces between the tutors and the comparison group on
age, average grade in reading, quality of school life and self-concept scores, eth-
nicity and retention. This provided the basis for rejecting rival hypotheses as part
of the quasi-experimental design of the project. The only significant difference
between groups was with lunch eligibility; tutors were poorer than the compari-
son group, a fact that only increased the likelihood of their dropping out.

Methods

Instruments and Procedures, Both quantitative and qualitative data were col-
lected on participants at the Basclinc Year, and Years 1 and 2. Mcthodological
and standardization rigor was maintained throughout the development of proto-
cols for data collection. Qualitative measurcs included onthly journals for tu-
tors, tutor surveys, and focus group intervicws conducted with
teacher/coordinators and counsclors from each of the four participating campuscs
at the end of the first and second years of implementation (May 1989 and May

1990). Elementary school rcpresentatives also participated in the intervicws in
May 1990. Case study interviews werc conducted with the tutors at the end of
Year 2 (May 1990). Thesc intcrviews gencrated important information on the
roles and responsibilities of participants and the strengths and weaknesses of the
program. With this formative information, refincments to the program werce
made the second year. The following measures were used to answer cach of the
research questions: :

1. How is the Coca-Cola Valued Youth Program actually implemented at

cach sitc?
Measure(s): (). Monitoring, Documentation, and Evaluations of
all Interventions

(b) Formal On-Sitc Obscrvations
Did the Coca-Cola Valued Youth program have an cffect on the dropout
ratc of the tutors when compared to the dropout rate of the comparison
group?
Mecasure(s): Enrollment Figures for the Tutors and Comparison

Group (using the state dropout dcfinition)

Student records of each of the tutors and the comparison group students were
accessible to both IDRA and the individual teacher/coordinators and were kept
up-to-date by the school registrar. Withdrawals were noted by the school registrar
as were any subsequent requests for transcripts. As the end of Junc 1990, any
student who had withdrawn from school and for whom there was no evidence in
the registrar's office of a request for transcript from another school was defined as
a “dropout” by the school and IDRA. A student is defined as a dropout by the
Texas Education Agency (TEA) if he or she “is absent for a period of 30 or more
consecutive school days without approved excuse or documented transfer from
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the public secondary school (grades 7-12) in which he or she is enrolled; or if the
student fails to re-enroll during the first 30 consecutive school days in the fol-
lowing semester or school year without completion of a high school program.
Documentation for approved excuses or transfers [is accepted only] under stan-
dards set by the [Texas] commissioner of education” (W. N. Kirby, personal
communication, January 26, 1988). In other words, students who withdrew
from school and for whom no requests for transcripts were made by another
school as of June 1990 were considered “dropouts.”

3. Did the Coca-Cola Valued Youth Program have an effect on the tutor’s
academic achievement, setf-concept, attitude toward school, attendance
and disciplinary record?

Measure(s): (@) Disciplinary Action Referrals (number of actions
against the student that are disciplinary in nature,
as defined by each district;

(b) Grades (class grades given by teachers in
particular subjects, range: 0-100).
Recading grades given to tutors and comparison group students every six
weeks by their reading teachers were averaged by school staff for each of thz three
-school years: 1987-1988 (Basclinc), 1988-1989 (Program Year 1) and 1989-1990
(Program Year 2). The average grades were then recorded on the individual stu-
dent records by school staff. Grades werc assigned on the basis of classwork and
unit tests, (A=90-100; B=89-80; C=79-75; D=74-70; F= 69 or less). Schools
provided IDRA access to student records and IDRA staff recorded the average read-
ing grades from cach of the three time periods.
(©) Minimum Competency Tests (Texas Educatioral
Asscssment of Minimum Skills, TEAMS,
measures student competency in mathematics,
reading, writing at grades 1,3,5,7 and 9 and in
mathematics and English language arts at grade
11/12; Possible Ranges: 0-999.
Achievement Test Sccres
(standardized achicvement scores as normal curve
equivalents; Possible Range: 1-99). Normal curve
equivalents are based on an equal interval scale. The
normal curve is represented on a scale of 1 to 99 with
a mean of 50 and a standard deviation of 21).
Absentec Rates
(number of days absent fro: 1 schocel as defined
and recorded by each district).
Piers-Harris Children’s Sclf-Concept Scale
(an 80-itcm, sclf-administered questionnaire
designed to assess how children and adolescents
feel about themselves; Possible Range: 0-80).
(Picrs-Harris, 1984). :
Sclf-concept was measured with the Picrs-Harris Children’s Self-Concept
Scale - a sclf-administercd, 80-item questionnaire designed to assess how children
and adolescents fecl about themselves. It is possible to score 0 to 80 on the
scale. The normative mean is 51.84 with a standard deviation of 13.87. This was
derived from a sample of 1,183 school children in grades 4-12 from a public
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schoo! s ‘stem in a small Pennsylvania town (Piers-Harris Children’s Self-
Concept Scale, Revised Manual, 1984). The ccunselor at cach school adminis-
tered the instrument to the tutors and comparison group students before the pro-
gram began, at the end of Program Year 1 (1989) and Program Year 2 (1990).
(g) Quality of School Life Scale

Attitudes toward school were measured with the Quality of School Life
Scale - a self-administered, 27-item questionnaire designed to measure student re-
actions to school, their classwork and their teachers. It is possible to score 0 to
27 on the scale. The mean lower limit for seventh graders is 10.86 while the
mean upper limit is 13.56. These normative ranges are based on estimates of
the distribution of averages of groups of a specified size (in this cese, N=100),
drawn randomly from the research sample of individuals. The Quality of School
Life Scale is a widely used instrument with a significant body of research citing
its reliability and validity. (The Quality of School Life Scale, Administration
and Technical Manual, 1978). The counselor at each school administered the in-
strument to the tutors and comparison group students before the program began,
at the end of Program Year 1 (1989) and Program Year 2 (1990). Each counselor
was trained in instrument administration by IDRA staff before administering any
instruments. A set of research protocols was developed for each instrument and
their adherence monitored by IDRA staff in order to assure quality control.

Results
(1) How is the Coca-Cola Valued Youth Program actually im-
plemented at each site?

Through monitoring, documentation, and evaluations of all interventions
and formal on-site observations, actual implementation of the Coca-Cola Valued
Youth Program incorperated instructional and support strategies. The instruc-
tional strategy incorporated five major components:

Component 1; Classes for Student Tutors.
Classes were planncd and taught by the teacher coordinator once a week in
order to develop and enhance the students’ tutoring skills; these skills included
(@) developing tutoring skills which would enable them to become
successful student tutors;
(b) improving reading, writing and other subject matter skills cnabling
them to teach these skills to elementary school students; and
(¢) developing self-awareness and pride.
Component 2: Tutoring Sessions.

After a two-week observation period in the elementary classroom during
which students made note of discipline tcchniques, classroom management sys-
tems and materials use, thcy began tutoring a minimum of four hours per week.
The student tutors, who received the federal minimum wage for their effors,
were expected to adhere to the employee guidelines of their host school. Their
primary responsibility was to work in a one to three ratio with tutees. Each tu-
tor was trcated as an adult, with adult responsibilitics, but was also provided
tcacher supervision and support.

Component 3: Field Trips.

Field trips were designed to exposc students to cconomic and cultural oppor-

tunities in their local community. Through at least two planncd ficld trips
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throughout the year, students expanded their horizons beyond the classroom and
recognized the interrelationship between schooling and the wider community.
Component 4: Role Models.

An important component of the program involved the identification of
adults who were considered successful in their fieids and who represented stu-
dents’ ethnic background(s). One powerful kind of modeling can be provided by
a person who overcame serious barriers to survival and success.,

mponent S: nt R ition.

Students were acknowledged for their efforts and contributions made while
fulfilling their responsibilities as tutors. Throughout the year, students were in-
vited on field trips with their tutees, received media attention and were honored at
a luncheon or supper. Students experienced, through these events, the impor-
tance of their tutoring to the school and the district.

The five major components,of the instructional strategy required a paralicl
sct of activities and functions in support of the program and included the follow-
ing:

omponent 1: Curriculum,

The primary goal of the base curriculum was meeting the needs of the
tutors. Its objectives were improving the students’ sclf-concept, tutoring skills
and literacy skills. The curriculum offers an opportunity for praxis—an ongoing
interplay between the action (tutoring) and reflection.

mponent 2: rdination.

Coordination provided a planned and structured design. This was crucial
10 cstablishing and continuing educational as well as program goals, objcctives,
and activities. An implementation team with clear definition of roles was imper-
ative to the success of the program.

mponent 3: Staff Enrichment.

The goal of staff enrichment was to crcate a cohesive group that was
dedicatcd and committed to success, and that had high expectations for the stu-
dents and their peers.

Component 4; Parcntal Involvement.

Empowering minority and disadvantaged students required involving
parents in meaningful school activitics. Activitics with parents included a mext-
ing to enlist their understanding and support for the program’s goals. A vigor-
ous personal outreach plan was also implemented in which a culturally-sensitive,
bilingual outreach person visited parcnts’ homes, especially those without a
phone or who had not participatcd in parent activitics.

mponent 5; Evaluation

Program cvaluation scrved (1) to monitor VYP operations and develop
on-course corrective action as needed, and (2) to document the results of VYP
implementation. Both quantitative and qualitative measures previously men-
tioned were used to gauge student progress.

(2) Did the Coca-Cola Valued Youth program sigrificantly re-
duce the dropout rate of participating student tutors as compared
to the dropout rate of the comparison group?

Using the enrollment figures and the state definition for “dropout,” one tutor
out of 101 (1%) dropped out of school towards the end of the two-ycar Valued
Youth Program. Eleven students of the 93 comparison group students (12%)
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also dropped out as of June 1990. These resuits are comparable to the results for
the Coca-Cola Valued Youth Program implemented from 1984 to 1988. In that
program, 13 (2.5%) of the tutors dropped out of school.

(3) Did the Coca-Cola Valued Youth Program have an effect on
the tutor’s academic achievement, self-concept, attitude toward
school, attendance and disciplinrary record?

a. Discipli Acti fi (number of actions against the student that are
disciplinary in nature, as defined by each district): No disciplinary records were
available at Baseline, thus making a matched case analysis across time impossi-
ble. However, from Year 1 to Year 2, tutors lowered their mean disciplinary re-
ferral rate from 3.2 to 2.0, while the comparison group raised their from 2.5 t0
2.9.

b. Grades (class grades given by teachers in particular subjects, range: 0-100):
When compared to the comparison group, tutors in the Coca-Cola Valued Youth
Program achieved higher reading grades after participation in the program.

A two-step multiple regression analysis procedure was employed to deter-
mine the effect of the program on change in reading grades from the Baseline
year (1987) to Year 1 (1988) and on final reading performance in Year 2 {1989).
The two regression equations provide all of the coefficients necessary to com-
plete the path analysis model as illustrated in Figure 2; the path model clearly
shows that the Valued Youth Program has a significant positive effect on reading
grades. The students in the tutor group experienced an increase in reading grades
between 1987 and 1988, and being in the tutor group is also related to signifi-
cantly higher reading grades in 1989.

Figure 2: Path Model for Average Reading Grades
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Focusing on reading differences, the tutors gained nearly three points more
than the comparison group on the reading grade between 1987 and 1988, control-
ling for the initial 1987 reading grade. By 1989 the tutors scored nearly three
poinis higher than the comparison group again even when the reading difference
between 1987 and 1988 and the base year reading grades are included in the re-
gression analyses.

The small correlation (.23) that exists between 1987 and 1989 reading grades

appeared counter-intuitive and not consistent with other research in reading. In
order to examine this phenomenon further, the data were desegregated by tutor
and comparison group and comrelations between 1987 and 1989 reading grades by
group were generated. The data indicate that among comparison students reading
grades are correlated positively (.25, p < .05 ); among tutors, baseline reading
grades (1987) and post-treatment grades (1989) are not correlated. Coupled with
the regression analyses presented earlier, these data suggest that participation in
the Valued Youth Program creates a departure from the predicted performance of
students. The consistency of assigned grades that would be expected for poor per-
forming students is broken and reading grades improve significantly for tutors
over each of the two ycars.
¢. Minimum Competency Tests (Texas Educational Assessment of Minimum
Skills, TEAMS, measures student competency in mathematics, reading, writing
at grades 1,3,5,7 and 9 and in mathematics and English language arts at grade
11/12; Possible Ranges: 0-999): At the end of Year 1, the comparison group
scored higher than the tutors in all three subtests. No TEAMS tests were admin-
istered in Year 2.
d. Achievement Tecst Scores (standardized achievement scores as normal curve
equivalents; Possible Range: 1-99): Normal curve equivalents are based on an
equal interval scale. The normal curve is represented on a scale of 1 to 99 with a
mean of 50 and a standard deviation of 21).

At the end of Year 1, tutors had higher normal curve equivalents (NCE)
means than the comparison group for mathematics (41.9 vs. 40.6), language
(37.4 vs. 31.3), science (34.1 vs. 33.6), and the composite score (35.5 vs. 35.1).
At the end of Year 2, tutors had a higher mcan NCE than the comparison group
for rcading (29.8 vs. 29.4), language (35.7 vs. 34.7), mathematics (40.5 vs.
37.~) and the composite score (34.5 vs. 33.2). The comparison group scored
higher than the tutors in science (35.4 vs. 35.2) and social studies (36.6 vs.
34.4).
¢. Absentee Rates (number of days absent from school as defined and recorded by
each district): At Baseline, tutors had a higher mean absentee rate than the com-
parison group (8.1 vs. 7.3). However, while tutors lowered thcir mean absentce
raie to 7.6 at the end of Year 1, the comparison group raised their mean absentee
rate to 8.9 (p=.06). At the cnd of Year 2, tutors raised their mean absentee ratc to
8.4 while thc comparison group lowered theirs to 7.0. It should also be noted
that the comparison group of students who left school had the highest mean ab-
sentee rate of all groups — 14.7 at Baseline and 12.4 at Year 1.

f. Picrs-Harris Children’s Self-Concept Scale (an 80-item, sclf-administered ques-
tionnaire designed to asscss how children and adolescents feel about themsclves;
Possible Range: 0-80); When compared to the comparison group, tutors in the
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Valued Youth Program had a higher seif-concept as a result of their participation
in the program,

A two-step multiple regression analysis procedure was employed to deter-
mine the effect of the program on change on self-concept scores from the
Baseline year (1987) to Year 1 (1988) and on self-concept scores in Year 2
(1989),

The fact that there is no direct influence of tutoring on the 1989 self-concept
score suggests a threshold effect in which the self-concept gains are achieved
largely in the first year. The strong positive influence of self-concept change
from 1987 to 1988 on self-concept scores in 1989 suggests that the initial influ-
ence of the Valued Youth Program is maintained during the second year.

The tutors gained four points on the self-concept scale over the comparison

group. Between 1987 and 1988, these results are consistent with other program
findings. Teacher/coordinators, when asked to rate the individual tutors on self-
concept at each of the three time periods, had consistently higher ratings at cach
time period. The teacher/coordinators rated seventy-six percent (76%) of the tu-
tors’ self-concept very positively/positively at Baseline; that increased to 83% at
Program Year 1; and 87% at Year 2.
g. Quality of School Life Scale (a self-administered 27-item questionnairc which
measures student reactions to school, their classwork and their teachers; Possible
Range: 0-27): Tutors in the Valued Youth Program had a better attitude toward
school as a result of their participation in the program than their counterparts in
the comparison group.

As with reading grades and self-concept scores, a two-step multiple regres-
sion analysis procedure was employed to determine the effect of the program on
change on quality of school life scores from the Baselinc year (1987) to Year 1
(1988) and on quality of school life scores in Year 2 (1989). In this case, the tu-
tors had a significantly greater increase in QSL scores between 1987 and 1988,
The fact that there is no direct influcnce of tutoring on the 1989 QSL score sug-
gests a threshold effect in which the QSL gains are achieved largely in the first
year. The strong positive influence of QSL change from 1987 to 1988 on QSL
scores in 1989 suggests that the initial influence of the Valued Youth Program
is maintained during the sccord year. Between 1987 and 1988, the tutors gained
over three points more on the QSL scale than the comparison group.

As with the self-concept ratings, teacher coordinators’ ratings of their tutors’
attitudes toward school also increased after participation in the program. A
Fricdman test on Baseline, cnd of Year 1 and cnd of Year 2 data yiclded signifi-
cant Bascline to Ycar 2 increascs for tutors’ interest in academics (p=.03), class
(p=.001), and school (p=.C1), their ability to socialize with the school environ-
ment (p=.05), their desire to graduate (p=.04), and their relationship with teachers
(p=.008).

The qualitative measures including the case study interviews added another
dimension to the study which the quantitative measures may not show as power-
fully.

“Manuel” is a 15 year old cighth grader at Middle School #4. He was re-
tained twice in school. He lives at home with his parents and a 12 year old sister
in the fifth grade. His two older sisters are 24 and 25 and have been marricd for a
year and a half. Both of his older sisters graduated from high sct. jol and have had
2-3 years of college. They left college to work.
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Manuel’s parents were both born in the U.S. and have been married for 25
years. Manuel’s father is a janitor at a department store and his mother works
full-time as a seamstress. Learning both languages is encouraged although
Spanish is spoken more often in the home than English.

At the end of Year 1, Manuel had improved his average grade in English
from 79 to 82. His TEAMS reading score also improved from 810 to 838. His
achievement test NCE scores improved for reading (30 to 37) and composite (32
to 41). :

At the end of Year 2, Manuel had increased his average reading grade from
70 10 83 and maintained his English average - 82. His achievement test scores
improved in reading (37 o 39), language (29 to 41), science (23 ta 32), social
studies (23 to 42) and composite (41 to 44).

At the end of Year 1, Manucl’s self-concept score went from 64 to 73 and
his QSL score went from 22 to 24.

Manuel’s parents and older sisters cncourage him to finish-school. Since be-
ing in Valued Youth, Manuel also believes it is important that he graduatc; *“...if
they don’t finish school, they’re going to have a tough time going through life.
And I know because all my cousins have dropped out of school....They don't
have a job....They go through tough times. And I don’t want my sisters or my-
self to go through that.”

Manuel tutored fifth graders in Ycar 1 and two third gradc girls in Year 2. He
belicves he’s made a differcnce in the lives of his tutees, “their attitudes toward
their teachers and coming to school and doing their homework....They have a lot
of positive attitudes toward other things....” Manuel wants his tutees to finish
school and have a good job; “...I care for them. It’s bad for people to sce
Hispanics drop out. I just get sick every time I hear that.”

Making a diffcrence in their lives had an effect on Manucl as well, “It makes
me feel glad because 1 know that I helped them out and accomplished what I was
supposed to accomplish in this program.”

Manuel telieves his teachers treat him diffcrently than the other students be-
cause of his involvement in Valued Youth, “...they [teachers] treat you like they
have more respect for you, not like some other students...they know that you’re
in the program...they should respect you more than the other kind, because we
have cxpericnce...two years helping out the little kids....”

Manuel saves half of the stipend for college; “I want to keep on saving it,
Hopefully, some day if I have to go to college and pay my own way then I'l
just usc it for college.” So far he has $300.00 in his savings account at the
bank. He used the other half of the money to buy gifts for his family.

He belicves Valued Youth improved his behavior, as well. He has a better
relationship with his teachers and principal, “...now I know they’re there to help
us.” His relationship with his parents has also improved, *...I used to fight with
them a lot and now I get along with them like I'm supposed to. We don’t arguc
anymore, well, sometimes over little things...I used to go out a lot..now I
don’t. I wouldn’t do thosc things no more [sic].”

After Year 1, Manuel cnrolled in a junior police academy. This special pro-
gram, offered by the local police academy, takes teenagers intercsted in a future
in law cnforcement, ages 15 to 21, and offers them initial police training.
Occasionally Manucl walks the malls with sccurity officers. Manucl sces him-
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self going to college and working in law enforcement. He wants a wife and chil-
dren some day and to own house.

Conclusions

The Coca-Cola Valued Youth Program was specifically designed to trans-
form “at risk” students into “valued youth.” Results from this two-year research
and demonstration project show that the Coca-Cola Valued Youth Program trans-
formed Hispanic, limited-English-proficient students who were deemed at risk of
dropping out into valued youth whose contributions to younger children were
recognized and celebrated. The measurable results included a lower dropout rate,
an improvement in their reading grades, their self-esteem and attitudes toward
school. .

The research findings from this study resulted in the U.S. Department of
Education’s Program Effectiveness Panel’s approval of the program for inclusion
in the National Diffusion Network (NDN); the Coca-Cola Valued Youth
Program remains the only Title VII funded program to be approved for the NDN.

After a period of research-based refinement, the Coca-Cola Valued Youth
Program continues to maintain the same critical elements and methodological
rigor. IDRA recognizes this is critical if the program’s integrity is to be main-
tained as it expands exponentially. In 1990 the Coca-Cola Foundation awarded
IDRA $1.325 million to replicate the program in five secondary schools across
the country. Three years later, the Coca-Cola Valued Youth Program is being

implemented in thirty secondary schools across the country, impacting over 800
middle and high school tutors and 2400 elementary tutees from Montana to New
York to California to Florida. The valued youth selected for the program con-
tinue to be minority, poor, and limited-English-proficient. Most are Hispanic
and most continue to benefit from the program as IDRA’s evaluation has shown.




. NABE '92-'93

References

Big kids teach little kids: What we know about cross-age tutoring. (1987). The
Harvard Education Letter, 3(2), 1-4. -

Bickel, W. E., Bond, L., & LeMahieu, P. (1986). Students at risk of not com-
pleting high school. Pittsburgh, PA: Pittsturgh Foundation.

Brandt, R. (Ed.). (1988). Teaching thinking throughout the curriculum.
Educational Leadership, 45(7), 4-6.

Canfield, J., & Wells, H. C. (1980). nce self-con in the

classroom: A handbook for teachers and parents. Englewood Cliffs, NJ:
Prentice-Hall.

Cérdenas, J. A., Robledo, M. R., & Waggoner, D. (1988). The Undereducation

of American Youth. San Antonio, TX: Intercultural Development Rescarch
Association,

Cardenas, J. A., Sosa, A. S., Johnson, C., & Johnson, R. L. (1988). Valued
Youth Partnership Dropout Prevention Program. San Antonio, TX:
Intercultural Development Research Association

Coleman, G. J. (1982). Identifying an ressin ent n : Using and re-

porting test results, Morograph No, 2, Steps in the Right Direction.

Lansing, MI: Michigan State Board of Education. (ERIC Document
Reproduction Service No. ED 246 116).

Cordasco, F. (Ed.). (1976). Bilingual schooling in the United States: A source-
book for educational personnel, New York: McGraw-Hill.

Crandall, D. P. (1983). The teacher’s roles in schools’ improvement.

Educational I eadership, 41, 6-9.

Cummins, J. (1986). Empowering mmority students: A framework for inter-
vention. Harvard Educational Review, 56(1), 18-36.

Dorman, G. (1984). Middle grades assessment program. Carrobron, NC: Center
for Early Adolescence.

Epstein, J. L., & McPartland, J.M. (1977). QSL: Quality of School Life Scalc.
Chicago: Riverside Publishing Company.

Hakuta, K. (1986). Mirror of language: the debate on bilingualism. New York:

Basic Books.




Valued Youth Program 79

Harris, D. B., & Piers, E. V. (1984, revised edition). The Piers-Harris Child_r_qn"s
Self-concept Scale. Los Angeles: Western Psychological Services.

Hedin, D. (1987). Students as teachers: A tool for improving schools’ climate
and productivity. Social Policy, 11(3), 4247.

Hispanic Policy Development Project, Inc. (1984). Make scmething happen,
Vol, II. New York: National Commission on Secondary Education for
Hispanics. (ERIC Document Reproduction Service No. ED 253 598).

Landon, G. L., & Shirer, W. R. (1986). A practical approach to school im-
provement. Educational Leadership, 44, 73-75.

Levin, H. M. (1987). Accelerated schools for disadvantaged studcnts.
Educational Leadership, 44(6), 73-75.

Lezotte, L. W., & Bancroft, B. A. (1985). School improvement based on effcc-
tive schools research: A promising approach for cconomically disadvantaged
minority students. Journal of Negro Education, 54, 301-312.

Loucks, S. F., & Zacchie, D. A. (1983). Applying our findings to today’s inno-
vation. Educational Leadership, 41, 28-34.

Lowcks-Horsley, S., & Hergert, L. F. (1985). An action guide to school im-
provement. Alexandria, VA: Association ~r Supervision and Curriculum
Development.

Madaus, G. F., & Pullin, D. (1987). Questions to ask when evaluating a high-
stakes testing program. Boston: National Coalition of Advocates for
Students.

Moody, K. (1987). Goals for youth: A life skills goal setting model. New York:
State Bureau of Migrant Education.

National Foundation for the Improvement of Education. (1986). Blucprint for
success. Washington, DC: Author.

Ochoa, A. M., Hurtado, J., Espinosa, R. W, & Zachman, J. (1987). Thc em-
nowermont of all students: A framework for the prevention of school
dropouts. San Diego, CA: Institute for Cultural Pluralism, San Diego
State University.

Piers-Harris Children’s Sclf-Concept Scale, Revised Manual, 1984.

Quality of School Lifc Scale, Administration and Technical Manual, 1978.

83




80 NABE '92-'93

Pogrow, S. (1988). Teaching thinking to at-risk elementary students.

Educational Leadership, 45, 79-85.

Raffii, J. P. (1986). Swdent apathy: A motivational dilemma. Educational
Leadership, 44, 53-56.

Robledo, M. R., Cérdenas, J. A., Supik, J. D., Cortez, A., Johnson, R. L.

’

Ladogana, A., Ramirez, D. G., & Waggoner, D. (1986). The Texas school
dropout survey project: A summary of findings. San Antonio, TX:

Intercultural Development Research’ Association.

Robledo, M. R., Cortez, A., & Penny-Veldzquez, M. (1989). The Answer:
Valuing Youth in schools and families. San Antonio, TX: Intercultural

Development Research Association.
Rose, C. (1987). Accelerated learning, New York: Dell.

Sparks, G. M. (1983). Synthesis of research on staff development for effective

teaching. Educational Leadership. 41, 65-72.




BILINGUAL TECHNOLOGY EQUALIZES
OPPORTUNITIES. IN
ELEMENTARY CLASSROOMS

Angela Mielke
Chencho Flores

Abstract

The learning context of our schools must adapt to our changing
world, from one in which students are receptacles to be filled by
the teacher, to a student-centered learning environment where
teachers are coaches. Technology is a significant source to aid
schools in achieving instructional sirategies which are meaning-
ful, active, and sensory, connected to the real world, in which stu-
dents are able to construct meaning from their learning and apply
it to their lives. Availability of bilingual software, compact
discs, and videodisks is increasing, providing needed assistance
for equal instruction for the bilingual student.

Introduction

As students enter a classroom, the tcacher may wonder how best to give
cach of thesc wonderful beings what they nced to be successful learners. The
tcacher’s goal is that all students under his/her care be offcred the best learning
possible. With educational technology becoming available, teachers have new
tools to enhance learning. The growing proliferation of technological tools in
schools has made educational technology widcly available to make possiblc an
equal chance for all children to cxperience success in learning. Bilingual teachers
have an added challenge with children who are Limited English
Proficient/Limited English Speaking Abilities (LEP/LESA). Help and instruc-
tion for students should be provided in two languages. Quality bilingual prod-
ucts for computers, CD ROM and videodisk players, though not abundant, are
becoming increasingly available. Teachers can utilize cducational technology to
assist in equalizing the education of all students. The aim is not to have high
‘tech schools per sc, but to use technology to cnable students to become well-cd-
ucated, productive citizens.

Rationale For Bilingual Education

Onc might ask why LEP/LESA students necd this cxtra resource since they
represent a minority of children. The followiny statistics show how for cxam-
ple, the number of monolingual Spanish children is growing; therefore, the need
for bilingual cducation becomes cvident. Minority language children arc grow-
ing in number. Duc to immigration and the natural population inc.casc, the
number of Hispanic citizens in the United States continucs to grow. Fourtcen
percent of the population aged five and over spoke a language other than English
in 1990 comparcd with cleven percent in 1980 (“Census Reports,” 1993).
Spanish is thc most common non-English language spoken with 54% of the
language-minority population ("Census Repots, " 1993). In Texas, student
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population overall rose 18% ia the last decade, whiic the LEP population rose
53% (Texas Education Agency, 1992). Due to immigration and natural increase.
the number of U.S. Spanish speakers will continue to grow. Spanish is spoken
ten times more frequently than any other language and is the prevailing non-
English language in 39 states and the District of Columbia ("Census Reports,”
1993). According to an October 1993 report of the Projections Department of
the U.S. Bureau of the Cersus, the Hispanic population is the fastest growing
group and will total 34 million by the year 2003 (staff, personal communica-
tion, October 4, 1993). Of that total, 9 million will be between the agesof 5 &
18. However, only a bare majority of the native born ciiizens will be given
Spanish as their first language (Texas Education Agency, 1992). The langrage
shift from Spanish to English usually spans two to thrce generations (Califomnia
Association for Bilingual Education, 1992). Continual immigration to the
U.S., especially in border states, of Spanish-speaking families can be cxpected,
particularly with the recent passage of the North American Frce Trade Agrcement
(NAFTA). The incrcase in the market for Americans who arc bilingual in
English and Spanish, the major sccond language in the South Central Region of
the United States, raiscs the opportunity for competent bilingual personncl to
find jobs. Children who initially have limited English abilities have the oppor-
tunity to become literate in two languages through our public school educational
system, if they are properly cducated. In fact, some of the same technology dis-

cussed here can be used to teach monolingual English students how to spcak
Spanish.

Bilingual Education Programs

Teachers must determine how best to teach their potentially bilingual chil-
dren so they can learn as well as their majority English peers. Research has
shown that bilingual cducation docs not slow the process of language shift to
English. Bilingual cducation should actually facilitate a smooth transition to
English (California Association for Bilingual Education, 1992). Bilingual
classes cnable Hispanic children to maintain grade level development and avoid
being held back, while at the same time lcaming English. Children are best
served by programs that tcach both Spanish and English, thercby simultanc-
ously developing basic rcading and computation skills. A holistic attitude to-
ward preserving native culture, combined with an cver-increasing integration of
English and a new culture, will best serve our immediate generations of students
(California Association for Bilingual Education, 1992). Bilingual education can
concceivably give students an advantage over the monolingual English child in

the future. Bilingualism is a skill incrcasingly sought after by ecmployers in the
labor market.

Effccts of Scgregation

Demographic studies of school enrollments done in 1989 demonstrate that
Hispanic students o' all backgrounds - Mexican, Puerto Rican, Cuban, and Latin
Amcrican - have become steadily more isolated in virtually all parts of the coun-
try since 1968. Evidence suggests that the isolatiuy and scgregation may result
in detrimental effects. In addition, Hispanics have the highest dropout ratc of
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any ethnic group in this country. In 1989, onc-half of all Mexican-American
and Pucrto Rican students did not graduate from high school. Furthermore, few
Hispanic students are prepared for college in the way that many non-Hispanic
students are. Low teacher expectations and assignment to non-college bound cur-

riculum “tracks” often hinder the academic success of the Hispanic student
(Wells, 1989).

Benefits of Bilingualism
Building a quality bilingual program with a solid foundation in what re-

search has shown to be effective is imperative for giving non-English dominant
children equal opportunities as their English speaking peers.

research has shown that young children who live in
supportive and nurturing bilingual environments do not
develop linguistic handicaps....Bilingual children, both at
carly and late periods of development, do not differ
significantly from monolinguals, with no significant
diffcrences on measures of vocabulary, phonological, or
syntactic development....Bilingual children raised in
supportis 2 and nurturing cnvironments demonstrate
linguistic and cognitive advantages in comparison 10
monolingual children. (Garcia, 1990).

Bilingual teachers who can build on the phonological and syntactic devel-
opment of language facilitate students’ learning. Bilingual education can be the
means by wh'ch this occurs. Bilingual acquisition involves a process that builds
on an underlying base for both languages. Naomi Baron, professor of linguistics
~: the American University in Washington, states that, “Children who know
more than one language are significantly better at thinking about problems from
more than one perspective, compared with children who are monolingual”
(Kutner, 1992). Active cultivation of bilingual development is desirable for
children. Bilingual language instruction that matches the natural social context
of the child is recommended by research. “The better a child masters language in
general, including related cognitive and social skills of effective communication
in two languages, the better the child can master academics in English” (Garcia,
1990). :

Research also indicates that bilingual cducation programs can, if properly
implcmented, significantly enhance academic achicvement in comparison to
English only instructional programs (Lewelling, 1991). An intcgrated curricu-
lum, responsive to the linguistic ability of students and implemented by trained
bilingual teachers is needed. There is evidence that advanced bilingualism brings
with it advanced cognitive development. Bilinguals outperform monolinguals
on certain linguistic tasks, and on tasks involving cognitive flexibility and di-
vergent thinking (Garcfa, 1990). Children should be made to feel that their
bilingualism, like their biculturalism, is an academic assct, not something for
which they or their families need to feel embarrassment. Such differences should
be celebrated (Garcfa, 1990). Differences should be part of the building blocks
of a curriculum that is sensitive 10 multiculturalism. These building blocks, in
establishing cultural valuc and pride, can provide incentives for students to lcarn.
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Limited English Proficient (LEP) Students

Students arc sometimes mainstreamed into the regular classroom because
they appear to communicate well in spoken English. Siinply speaking well in
English does not indicate that there is sufficient language proficiency for total
English instruction. In English-only classrooms many LEP students “encounter
difficulties understanding and completing schoolwork in the more cognitively
demanding language needed for successful performance in academic subjects”
(Lewelling, 1991). Basic proficiency needed in szcond language learning is often
not adequate for successful lcarning. Language minority students either do not
have exposure to or lack an understanding of the vocabulary and context-specific
language needed to perform the more demanding tasks required in academic
courses.

A study done by Lewelling in 1991 substantiates the need for bilingual cdu-
cation. The level of proficiency in the first language has a direct influence on
the development of proficicncy in the second language. The lack of continuing
first language devclopment has been found, in some cases, to inhibit the levels
of second language proficiency and cegnitive academic growth. The study also
found that “native language proficiency is a strong indicator of second language
development.... Cognitive maturity, knowledge, and experience in the first lan-
guage transfers to the second language” (Lewelling, 1991). If learning to rcad
mcans making sense of printcd material, of understanding what is written, it is
casier donc in language and concepts already understood. Once one learns to read
in the first language, mechanical knowledge of reading rapidly transfers to other
languages acquircd. “For academic achievement, it does not matter when second
language learning begins, as long as cognitive devclopment continucs at lcast
through age 12” (Lewelling, 1991). Instruction focusing on communication
skills for only two or three years will often slow down LEP students two to
three years to fali behind their English-speaking peers in school subjects. This
is because linguistic skills needed for student success haven’t been fully devcl-
oped in the second language. Primary language instruction throughout clemen-
tary school years, “coupled with gradual introduction of the second languagc,
scems to produce a consistent pattern of greater achicvement in the second lan-
guage at the end of 4-7 years of schooling....Cognitive skills and conceptual

knowlcdge can be transferred from the native anguage to English” (Lewelling,
1991).

English as a Sccond Languaye (ESL)

Transferring skills into the sccond language is onc of the aims of bilingual
cducation. Time for this transfer to manifest itself is cssential to mecting the
nceds of monolingual Spanish or other non-English specaking students. “By the
year 2000, it is anticipated that the number of LEP studcnts aged 5-14 in the
U.S.A. will rcach approximatcly 3.4 million” (McKcon, 1987). These will be
students who may lack the necessary English skills for immediate success in an
all-English curriculum. There arc a number of different program structurcs to
provide ESL instruction. Regardless of the program design, whether stand-alonc
ESL or ESL-plus, thc minimal goal of an ESL program should be to provide
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each student with. the English skills necessary to function successfully in an aca-
demic setting. Successful programs have three ingredients in common:

1. High quality subject matter teaching in
the first language, without translation.
2. Development of literacy in the first lan-
guage. .
3. Comprehensible input in English.
(California Association for Bilingual
Education, 1992)

Technological Opportunities

Technology is fast becoming the trend to help ensure that children learn.
Many language minority children are not proficient in English and need whatcver
extra help is available to make sure they have equal educational opportunity as
their English speaking peers. Due to the growing availability of personal com-
puters, software in Spanish and English may now be utilized in the classroom to
develop thinking skills and competence in academic areas. After the dominant
language has been mastered, children can learn English in the most effective
manner possible. A review of literature indicates that there are presently various
software programs developed specifically for the language minority student. The
bilingual student benefits from computer assisted learning because of the cxtra
time, patience, interactivity, and feedback provided by this technology leading to
more expedient and efficient learning. The motivational factor for the child in
using computers is also very high. Multimedia software takes advantage of
sound and graphic capabilities of computers, allowing the child to be exposed to
learning in a variety of modalities. Learning style theories emphasize the impor-
tance of allowing the child to learn in his/her dominant modality.

Technology can help give students a rich linguistic environment that makes
regular use of their bilingualism for academic purposes. An example of how re-
cent technological innovation holds promise for teaching bilingual students is in
auditory skill development. Auditory development is the basis for learning to
speak a second language. A superior format for leaming a language is delivered
via Compact Disk Read Only Memory (CD ROM) players with their high-qual-
ity audio and storage capabilities. The cnhanced audio provided by CD ROM
technology and computers give learncrs a higher quality of auditory perccptual
skill development that is so vital for learning a second language (Greenfield,
1993).

The abundant storage capacity of a compact disk (CD) is illustrated by its
ability to store a whole set of encyclopedias on onc CD. The quality and quan-
tity of information availablc through CD ROM and computer technology gives
the teacher a wider varicty and volume of superior tools with which to work.
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Children need io acquire two kinds of language. One is conversational lan-
guage that is used for informal, interpersonal communication. The other is aca-
demic language proficiency that is used in school for learning and discussing ab-
stract ideas that will be tested. Conversational English is usually acquired very
rapidly, in two years or less. Academic language takes longer, generally five to
seven years. Hurdles to be crossed by the student range from oral competence to
testing performance. Language acquisition results from comprehensible input,
and background knowledge helps make input comprehensible (California
Association for Bilingual Education, 1992). Before LEP students are confronted
with achieving in the regular classroom, they need to experience English as a
tool for learning subject matter, not just in communication, or survival skills.
When students learn subject matter in the primary language, they gain knowl-
edge, knowledge of the world, as well as specific subject matter knowledge.
Knowledge does not manifest itself in the English language. This knowledge in
turn makes thinking skill development in the primary language morc compre-
hensible and speeds second language acquisition. CD and videodisk programs
such as Cell-abiation and Windows on Science arc excellent resources for pro-
viding subject matter in quality and quantity, with availability for the Spanish
speaking child to explore the environment. Background knowledge provided
through first language mastery will make reading in English more comprehensi-
ble. It will help the child develop English reading ability, vocabulary, grammar,
and writing style (California Association for Bilingual Education, 1992).
Technology offers tools for teaching in the primary language and in learning the
second language.

~Story Tailor is a software scries of story and poem templates in Spanish
and English. These templates allow the teacher to customize the reading content
to personalize it for students. Students can become an integral part of the read-
ing sclection and can be the main characters. Their ideas can be incorporated into
the storics and poems and so provide familiarity with the reading content, impor-
tant for learning in any language. Espafiol Para TilEnglish For You contains
writing activities that inspire children to write their thoughts in their dominant
language, either English or Spanish, for favorite children’s books such as Where
the Wild Things Are (Donde Viven Los | nstruos).

ESL |

In all the studics investigated, there is no question that children in bilingual
programs eventually Icarn to communicate in English. Teaching grade level cur-
riculum while teaching English is thc goal of bilingual cducation. Rcaching
grade level means that the former LEP children are scoring at the SOth percentile
on standardized tests. This means that they are scoring at the average level of na-
tive English speaking children of the same agc! Somc softwarc can assist in any
ESL program instruction. With usc of Stickybear Reading and Reading Maze
for example, student progress in ESL development can be monitored and recorded
without direct supervision of the tcacher. The Playroom and 1-2-3 Sequence Me
arc two other softwarc programs well suitcd to use in an ESL program. Children
learn language by experimenting and playing with it, not by rotc memorization.
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With the proper software, computers provide many opportunities for this kind of
learning.

Two-way language development programs are full-time programs that use
two languages, one of which is English. These programs seek to promote
bilingual education as an enrichment program for all students, give better under-
standing between two linguistic communities, give access to equal education by
all students, and provide educational excellence (Lange, 1990; Freeman &
Freeman, 1988). School districts sometimes find themselves lacking qualified
bilingual teachers while still needing to attend to the needs of Spanish dominant
students. Spanish language arts software, such as Stickybear Reading and the
Story Tailor series, facilitates the child’s learning in the dominant language until
qualified teachers become available.

Incorporating Language and Culture into Whole School Program

Educators who see their roles as adding a second language and cultural affili-
ation to students’ repertoires empower those students. For instance, schools
could provide signs in the school office and elsewhere to welcome people in
Spanish and English. Pairs of students, one English and one Spanish dominant,
can be taught to use programs such as The Print Shop t0 help make these signs.
MacWrite 11 and ClarisWorks are two examples of word processing software
available in both English and Spanish versions. A purpose of using such soft-
ware is to provide opportunities for bilingual students to communicate with onc
another in their first language in cooperative learning environments (Cummins,
1991). Computer programs provide an excellent means for <hildren to work to-
gether toward a common geal. Administrators and teachers should recruit people
who can tutor students in their first language. A one-on-one environment has
been a viable method for years to help individual children.

Pictures and objects of the various cultures should be displayed in schools.
Again, the ability of thc computer to print graphics and eye-caiching text
through a variety of programs can be instrumental in this process.
Telecommunications can be used to rescarch these topics and find more graphics
that are useful.

Students should be encouraged to write in their dominant language. It is
easier to express oneself in the language where one feels most comfortable. All
language learning shculd be interactive. Teacher guidance and facilitation, rather
than total rcliance on a computer, are morc effective ways to promote meaning-
ful, higher level thinking skills. To lcarn language arts and reading skills, pro-
grams such as Stickybear Reading can be used. Teaching process writing in a
whole-language environment can be provided through programs such as Story
Tailor, Word Weaver and Write On!.

Parent Involvement

“The evidence is clear that parental cncouragement, activitics and intcrest at
home, and parental participation in schools and classrooms positively influcnce
achicvement, even after the students’ ability and family socioeconomic status arc
taken into account” (Simich-Dudgcon, 1986). Students who are part of parent

91




88 NABE '92-'93

involvement programs show higher reading achievement than children who are
not. Children who are encouraged to read to their parents and talk with their par-
ents about their reading have higher reading gains than children who have not had
this opporturity (Simich-Dudgeon, 1986). There does not have to be a computer
in the house for parents to understand what the child is doing at school. For in-
stance, when they bring home a Story Tailor selection that has familiar names
and places incorporated, children and parents arc more likely to find a higher in-
terest level in the material. This relevance may motivate them to spend more
time reading together, and help to bridge the gap between school and home.

Effectiveness of Instructional Technology in Bilingual Programs

Technology can have a significant positive effect on LEP/LESA students.
Computers allow students to learn at their own speed in a highly motivated and
non-threatening environment. Learning is individual. The computer gives the
student different ways to learn at different times. Computers and their materials
can be varied. Computers equalize all education from the disadvantaged, to the
gifted, to the student of any given learning style (Dunn, Beaudry, & Klavas,
1989).

One clementary principal, Michael Hoy of San Juan Elementary School, re-
cently stated, “It is critical to empower our more disadvantaged students with the
same tools as their fellow students without alienating those who are not disad-
vantaged. We want our school to be a place where all parents are happy te send
their children” (Kutrer, 1992).

A study by the Department of Education examined the effectiveness of two
major types of instructional technology used in bilingual education programs:
computer assisted instruction and video instruction. Results established that
both of these technologies can have a significant positive effect on LEP/LESA
students. Computers have the potential to permit students to learn at their own
speed in a highly motivating and non-threatening environment. (Department of
Education, 19%4)

Decades of research prove the effectivencss of cooperative learning. One
study shows cooperative grouping improves computer based learning ("Can
Technology Help," 1992). One of the abilities of computers is in providing an
additional means of instruction rather than merely replicating teacher guided in-
struction. Computers also add to the whole-language approach in the curricu-
lum. Students can use Spanish literature available on CD ROMs, such as the
Discis Books , Just Grandma & Me, Arthur's Teacher Trouble, and The HHare
and the Tortoise. .

Implementation

To maximize the computer’s potential, administrators and teachers need
training structured for computer application to educationa} problems.
Impediments to effectivensss include the lack of instructionally and technologi-
cally sound software, and lack of training in computer use and planning. Teacher
training and sclection of quality software arc essential elements in utilizing tech-
nology as an integral part of the curriculum.
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Minimum teacher training should include use of technology within the
classroom setting. “Technology” training encompasses use of computer and
software applications, telecommunications, CD ROM players, and videodisk
players. Institutions of higher education are beginning to respond to this need.
For example, in 1991, The University of Texas at Austin revamped its computer
literacy course for its teacher training program. According to Dr. Judi Harris
(personal communication, November 12, 1993), University of Texas, Director of
the Computer Literacy course, the course concentrates its study on tools applica-
ble in K-12 classrooms. The class focuses on the basics of word processing, data
bases, spreadsheets, programming in HyperCard and LogoWriter, telecommuni-
cations, and CD ROM searches. Subject area courses are advised to teach specific
computer application programs which would be useful for that subject. The
Bilingual Education Department at U.T., according to Department Head Dr.
George Blanco (personal communication, November 15, 1993), uses technology
to train future teachers to facilitate their proper use of Spanish word pronuncia-
tion with accents and for on-line communications with classmates and profes-
SOrS.

Good quality children’s software, whether for computers, CD ROM players
or videodisks, can often be recognized by the presence of certain characteristics
or program features. The program itself and the documentation must be thor-
oughly examined. It should be appropriate for the student group who will use
it, and carry out stated objectives. The structure should be pedagogically
sound and contribute to children’s comprehension of the world around
them. A high degrec of interaction from the children, calling for thoughtful
responses and providing options that require children to make choices is best.
Additional considerations should be made when evaluating bilingual software. It
should supplement, not supplant, language arts objectives. Awareness of use
of colloquialisms, relationship to the curriculum, and whether it is for
ESL or bilingual mainstrcam are cssential considerations. Finally, the qual-
ity of the translation, verbatim or clausal meaning, should be checked.
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STAFF DEVELOPMENT SPECIALISTS FOR
BILINGUAL AND BICULTURAL EDUCATION
PROGRAMS: A TRAINING PROGRAM

Liliana Minaya-Rowe

Abstract

This paper discusses a three-year training program for staff-
development specialists to work in bilingual and bicultural educa-
tion programs within a context of staff development partmerships
between and institution of higher education (IHE) and six local ed-
ucation agencies (LEAs). It discusses the official staws of the
IHE's bilingual training program based on eight indicators of in-
stitutionalization. It presents the curricula to increase the
trainees' qualifications in terms of theoretical and practical needs.
It analyses the staff development process-oriented approach used
in the program via a seminar and a practicum at LEAs to make the
trainees more responsible for change and for creative problem
solving. It illustrates the trainees’ interpretations of theoretical
constructs in the areas of language acquisition and bilingual cog-
nitive development in the context of linguistic and academic in-
struction and how they presented them in an understandable way to
a partially-trained audience. Evaluative descriptions by the partic-
ipants of the staff development delivery and by the trainees of the
seminar and the practicum are presented.

Introduction

IHEs have as a mission the provision of services to the increasing language
minority populations in the country. According to the 1990 Census, the number
of school-age children, ages 5 to 17, who are limited English proficient (LEP)
increased significantly during the last decade by 38 percent, accounting for ap-
proximately 6.3 million children. Currently, LEP students account for over 14
percent of the elementary and secondary population. Furthermore, 9 percent of
these children speak Spanish at home, representing over 4 million children
(National Center for Education Statistics, 1993).

However, as the stident population becomes more linguistically and cultur-
ally heterogeneous, the teaching force is expected to become increasingly homo-
geneous. At present, ethnic minorities account for 10 percent of the teaching
force, and their representation is supposed to drop to 5 percent by the year 2000
(Boe, 1990; Macfas, 1990). These trends poin. to langaage minority schooling
as one of the most critical issues in teacher education today. The demographic
imperative calls for immediate action on at least three fronts. First, everyone en-
tering the teaching profession--regardless of area of expertise or level of training--
must be prepared to teach linguistically and culturally hcterogeneous classes.
Second, teacher training THE must find ways of increasing the pool of language
minority teachers and teacher trainers who can serve as role models and linguistic
brokers for the growing numbers of language minority students in the clemen-
tary and secondary schools. Third, tcacher trainers have a role to play as staff de-
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velopment specialists for bilingual and mainstream teaching staff in in-service
training at the LEA level (Garcia, 1993). ’
In addition to the demographic challenge, there has been for over e last
two decades a considerable amount of research--pedagogical, psycholinguistic,
sociolinguistic--that has evolved in terms of second language acquisition, first
language development, bilingualism and biculturalism. That research has helped
_ refine, substantiate, and re-state the goals of bilingual and bicultural education. It
has also supported the position on the positive effects of bilingual education and
the use of the first language to achieve true bilingualism. It has led to proposals
to the society at large, the monolingual population, that bilinguals are truly
blessed and talented to be able to function in two languages (Wong Fillmore,
1993). For over a decade, researchers and practitioners have also discussed the
importance of empowerment to validate and build on the experiences of leainers
in order to connect them to challenging learning opportunities that enable higher
level thinking and performance (Cummins, 1989; Garcia, 1992; Ogbu &
Matute-Bianchi, 1986; Trueba, 1989; Walsh, 1991).

Objective of This Paper

This paper discusscs a three-year training program of staff development spe-
cialists to work in bilingual and bicultural education programs or in schools
with substantial numbers of LEP students. Staff development is dcfined as an in
service system that ensures that bilingual and English as a second language
(ESL) education professionals regularly enhance their academic knowledge and
profcssional performance. It consists of ways to embed professional growth op-
portunities into the work life of teachers and administrative and supervisory per-
sonnel (Calderén & Marsh, 1988; Mercado, 1985). This program sought to
train staff development specialists who could function in two languages, who
were cognizant of and sensitive to the problems and advantages of LEP students,
who developed a strong background in bilingual and bicultural education, and
who were committed to quality education and social change. It was expected that
the knowledge and skills acquired in this training would add to their professional
development and upward mobility to compete for jobs on the local and state lev-
els.

This paper examines the IHE's cfforts to institutionalizc its training pro-
gram in relation to cight features of institutionalization. It discusses the staff de-
vclopment training to increase the qualifications of trainees, and the curricula to
mect the staff development nceds of the six LEAs. The training was offered
within a context of staff development partnerships between an IHE and six LEAs
to meet the needs of LEP students in an cffort to strengthen their respective
bilingual programs. The LEAs arc located in the six largest cities in a state in
Southern New England and serve the largest concentrations of LEPs in the state.
The paper focuses on the process of training of staff devclopers as creative prob-
lem solvers in charge of cffective change processes. It examines sclected theorcti-
cal constructs uscd in the training and how these constructs appiy to the reality
of the classroom, in language development and in the content arcas of the cur-
riculum. Finally, it discusses the. outcomes of this program in terms of the is-
sucs just mentioned,
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ization

Institutionalizatior is a socioeducational, political, and economic process of
legitimacy that systematically integrates the program of bilingual education
teacher training with the academic system of the IHE (Office of Bilingual
Education and Minority Languages Affairs, 1989). The process makes the pro-
gram a regular part of the IHE's academic offerings. This IHE's graduats teacher
training program of bilingual and bicultural education has been in place for over
a decade. It offers the master's and doctoral degrees and the post-master sixth-year-
professional diploma as part of the School of Education regular offerings. As it
is the case of many IHEs, this IHE considers the provision of bilingual educa-
tion services to LEP students a vital function in its training programs, and that
it has a role to play in the preparation of personnel who, in some capacity, will
be or are meeting the educational and linguistic needs of bilingual students.

The bilingual training program meets the cight indicators of institutionaliza-
tion proposed by the RMC Research Corporation (1981) and reported by Chu
and Levy (1984) and Johnson and Binkley (1987). The indicators of institutional-
ization are as follows: (1) Active support of administrators. Thc IHE
has a Steering Committee for Bilingual Education chaired by the Dean of the
School of Education. The Committee meets three times a year to discuss curricu-
lar issues and program policies. Members of the Committee are the bilingual
faculty, LEAs' Bilingual Program Dircctors, the SEA's Bilingual Director, grad-
uate students, and support faculty from eleven academic departments within the
IHE; (2) Positive attitudes of non-bilingual education faculty. Most -
faculty outside the bilingual program has been supportive for the institutional-
ization of the program. In addition to teaching courses for the bilingual program,
they are also members of its advisory committee and its graduate admission
committee; (3) Faculty support through institutional funds. The threc

,bilingual faculty positions are entircly funded by institutional funds; (4)
Faculty tenure status. The bilingual faculty arc tenured and promoted or are
on tenure track; (5) Program continuation without federal funds. Thc
IHE has assumed program costs when federal funding has ceased, especially with
respect to faculty positions; (6) Involvement of several professionals in
program operations. The vitality of the bilingual program is duc to the
skills and dedication of its bilingual faculty and a cohort of faculty from within
the School of Education in the departments of Curriculum and Instruction, where
the bilingual program is located, Educational Psychology, and Educational
Leadership, and from dcpartments outside of the School, Anthropology,
Linguistics, Spanish, Pucrto Rican Studics, English, Psychology, and
Communication Sciences; (7) Compatibility with institutional priori-
ties. The bilingual program is compatible with thc IHE's mission--to research,
to teach, and to provide services. The presence of the state bilingual education
legislation and ccrtification have been important variables in asscssing compati-
bility with IHE's goals since such lcgislation and certification legitimizes the cx-
istence of the curriculum and courses within the School of Education framework;
and, (8) Sufficient high enrollment levels to sustain the program.
The bilingual program has had sufficient numbers of cnrollecs to justify {aculty
and other instructional resources. The state bilingual education certification has
guaranteed a certain level of demand for bilingual education teachers. Also impor-
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tant has been the Title VII funding received to pay for students’ tuition, books,
stipends and traveling to sites of field experiences.

Staff Development Training

Eight years ago, in an effort to strengthen its three functions of teaching, re-
search, and services, the IHE approached an LEA and offered a staff development
partnership. It was chosen because it served the largest LEP population in the
state. A tenured bilingual faculty was assigned to conduct the staff development.
Four years later, the IHE approached five other LEAS to offer staff development
partnerships also. The IHE had just received funding for a Title VII Edvcational
Personnel Training Program to train fifty-five bilingual educators to become
staff development specialists for teachers of LEP students. The IHE planned to
involve these trainees in the staff development delivery in an effort to link their
training to the reality of the classroom via in service training.

The overall objective was to increase the qualifications of professional edu-
cational personneél who were preparing to participate in staff development activi-
. ties in programs of bilingual and bicultural education. The projcct aimed at pro-
viding staff development specialists-to-be with the following substantive train-
ing: (1) theory, rescarch and practice of bilingual bicultural education; (2) theo-
retical foundations of education--psychological, philosophical, social--in a vari-
ety of cultural and intercultural settings; (3) theoretical understandings of the na-
ture of bilingualism from the perspectives of psychology, anthropology and lin-
guistics; (4) the relationships of points 1-through-3 1o the training of tcachers of
LEP students by means of staff development training models and practicum to
complement the trainees theoretical training.

The curricula designed and implemented for this project consisted of a min-
imum of 36 graduate credit hours of study. It reflected the theoretical and practi-
cal needs in bilingual bicultural education, foundations of education, curriculum
development, research methodology, administration and supervision, practicum
and areas of expertise. '

1. Nine hours in bilingual and bicultaral education. This core component pro-
vided the trainee with exposure to a range of issues on bilingual and bicultural
education, bilingualism, biculturalism, language teaching methodotogy and staff
development. It centered on: legal, state and federal mandates for bilingual bicul-
tural education programs; bilingual bicultural program characteristics and varia-
t.ons; assessment and evaluation; mentoring techniques, coaching and the pro-
cess of transfer; the use of the native language (L1) as medium of instruction, of
ESL and cognitive academic skill development; and, the need for programs which
stress the developmer:t and maintenance of bilingual bicultural capability.

2. Nine hours in foundations of education, learning and curriculum development.
This component provided the trainee with exposure to philosophical and psycho-
logical foundations of education in a variety of cultural and intercultural settings.
Courses offer the trainee with a basic understanding of the philosophical and
psychological processes, and of curriculum and staff development, especially as
they relate to the nature of educationai change, planning and cross-cultural char-
acteristics of schooling.

3. Six hours of research methodology. This component provided the traince with
cxposure to the applications of ethnolinguistic rescarch to bilingual instruction
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and first and second language development. Trainees would develop some re-
search skills in planning, locating resources, implementing a research project,
interpreting, analyzing and discussing data, reporting both quantitatively and
qualitatively for a partially-trained audience in staff development units, and con-
structing a report for in-service teacher training purposes.
4. Variable hours in a practicum. This component offered the trainee 2 practical
setting for staff development and mentor teaching to complement his/her theoret-
ical training. ,
5. Variable hours in administration and supervision. Trainees developed expertise
to receive the administrative certificate.
6. Additional work was recommended in another area of study such as elementary
education, reading, special education. ,
Upon graduation, these specialists received post-master sixth-year profes-
sional diplomas iu education with spccialization in bilingual and bicultural cdu-
cation from the THE and the administrative certification from the state.

LEAs Training Needs

The IHE surveyed the LEAs' needs for technical assistance and training.
Survey data were compiled from a representative number of bilingual education
and ESL teachers from the elementary, middle and high school lcvcls as well as
from their administrators. In examining the data, it was found that teachers and
administrators gave the highest rankings to in-service workshcps/services and
classroom demonstrations in the areas of sheltered English, whole language,
reading in the L1, and parcntal involvement.

All administrators identificd the transition component as thc most in need of
technical assistance. The transition component, as it pertains to the six LEAS, is
the fourth phase of the English component within the LEA's bilingual program.
Its focus is to prepare students with the academic and linguistic skills needed to
succeed in the mainstream, to serve as a bridge between the bilingual program
and the all-English regular program, and to assist these students tc transfer their
conceptual knowledge from their L1 to English, their second language (L2) via
receptive and productive domains. This component receives students who have
achieved level 11T of ESL and are considered by the LEA to be ready for increascd
instruction in English.

The Training of Staff Development Specialists

The staff development process-oricnted approach proposed by Joyce and
Showers (1988), Calderén (1987), and Calderén and Marsh (1988) was used to
train staff development specialists in a seminar cntitied "Traincrs of tcachers of
limited English proficicnt students”. According to Joyce and Showers, quality
staff development needs to provide teachers with five major coinponents of train-
ing: (1) the study of the thcorctical basis or the rationale of tcaching methods;
() the obscrvation of demonstrations by persons who arc relatively cxpert in the
model; (3) practice in simulated and real scttings; (4) feedback in protected condi-
tions; and, (5) coaching onc znother at the school to cnsurc continuous develop-
ment and usc of a new skill.

The scminar was based on the need to make the bilingual and ESL staff de-
veloper-to-be more responsible for change and for creative problem solving
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(Garcia 1992; Villegas, 1993). It placed emphasis on the process by which the
she/he acquires the knowledge, skills and attitudes necessary to be effective on
how she/he develops professional judgment about what works, with whom, and
why. It attempted to promote reflection and collaboration with a focus on prob-
lem setting and problem solving (Martinez, 1992; Romero, 1990).
Collaboration incorporates formative feedback which is used to modify and im-
prove on ideas and practices in transition. As such, it gives the trainee opportu-
nity to converse with colleagues in order to clarify rather than judge. Sharing and
providing feedback empowers the receiver and fosters introspective and creative
problem solving (Mercado, 1993). _

The seminar focused on the holistic process that begins with information.
However, rather than give bilingual/ESL teachers quick-fix solutions and recipes
for what to do in the classroom when problems surface, trainees were being
helped to understand why a new approach was being proposed and advocated. The
focus was initially on’ theory in order to develop an understanding of the theory
that supports effective practices. The theory was followed by the observation an:1
- demonstration of practices where the trainees got to see the pedagogical strategies
recommendec. During the seminar, the trainees observed and wrote ethnographies
of workshop; presented by others--e.g. specialists, professors, administrators.
Also they assisted this trainer to prepare for in service trainings. They provided
fecedback or ways to strengthen the presentation. They also observed, wrote
cthnographics and videotaped the workshop delivery to groups of teachers at
LEAs. At the next seminar class meeting, a discussion on what went well, what
1id not go well took place.

The responsibility to offer staff development gradually shifted from the sem-
inar to the practicum the following semester. Cohorts of 3 to 7 trainees assumed
responsibilitics to prepare and to conduct in service training. Participants were
elementary, middle and high school bilingual and ESL teachers and
administrators. The trairing offerings mirrored regular academic semesters,
weckly two-hour meetings for fifteen weeks plus an official LEA in-service day.

Theoretical Developments

The overall objective was to move tcachers between the theory and the prac-
tice through guided reflection with the premisc that good practice informs theory
as much as good theory informs practice. Therefore theory was used to gencrate
practice and practice was analyzed to understand theory (Kagan, Dennis, Igou,
Moore, & Sparks, 1993; Lieberman & Miller, 1991).

The focus of the staff development plan relied on theoretical developments
of the last twelve years on the areas of language acquisition and bilingual cogni-
tive development proposed by Cummins (1981, 1984, 1989) and Krashen (1981,
1985, 1989). Cummins poses that basic cognitive skills are pre-linguistic or
metalinguistic because the fundamental capabilities easily flow back and forth
between the two different language domains. Basic conceptual skills--e.g. in-
sights in mathcmatics and science--are not therefore closely tied to a particular
language, once they arc mastered by the LEP student. He suggests that first and
second language academic skills are interdependent. They are manifestations of a
Common Underlying Proficiency.

Cummins also poses two dimensions that account for the differences be-
tween the linguistic and academic demands of the school and those of interper-
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sonal communication contexts outside the school. In the context-embed-
ded/context-reduced dimension, commaunicants can Or can not actively ne-
gotiate for meaning while the language they use is or is not supported by a wide
range of contextual clues, such as gestures, realia. In the cognitively unde-
manding/cognitively demanding dimension, demands have or have not
been largely automatized and may or may not require active cogniiive involve-
ment. This framework served the staff development program as follows: (1) the
transition students will be able to function orally in English; and, (2) they will
then be able to transfer the skills from context-¢mbedded, concrete situations to
more abstract, context-reduced problem-solving. _

Christian, Spancs, Crandall, Simich-Dudgeon, and Willets (1990), Crandall,
Dale, Rhodes, and Spanos (1987) and Spanos, Rhodes, Dale, and Crandall (1988)
have emphasized the way in which academic tasks require problem-solving and
conceptual agility in context-reduced situations. The teaching of content areas of
the curriculum, as commonly occurs in bilingual and rnainstréam classrooms, is
especially context-reduced whenever math computations or science problems are
to be solved as simple, unadorned computations or experiments with no content
whatsoever to the numbers or scientific experiments (Secada, 1992). All students
must, of course, be able to deal with context-reduced and cognitively-demanding
challenges in their later years of school. However, such cognitive skills are usv-
ally developed through rich, contextualized experiences of problem solving in the
carlier years.

During the practicum, the staff developers-to-be interpreted Cummins' theo-
retical proposals and prepared visual representations of them., Illustrations of the
context-embedded/context-reduced (horizontal) continuum included: high/low con-
text; easiest/hardest; clues/no clues (gestures, concrete referents, visuals, realia,
intonation); and, less language dependent/language dependent. Illustrations of the
cognitively-undemanding/cognitively-demanding (vertical) continuum included:
low/high cognitive demand; easiesi/hardest; some/no automaticity; knowledge,
comprehensic 1, application/analysis, synthesis, evaluation; pronunciation, vo-
cabulary, grammar/scmantic meaning, functional meaning. Examples from the
context-embedded to the context-reduced continuum ranged from cating at
McDonald's to making a cheesecake to writing an assignment. Examples from
the cognitively-undemanding to the cognitively-demanding continuum ranged
from a visit to the supermarket to following directions to solving an algebra
equation. An ensuing step was to illustrate a sequential bilingual education pro-
gram placing various academic and linguistic skills in the four quadrants of the
two continua.

Krasher, (1981, 1985, 1989) has emphasized the importance of compre-
hensible input as an essential component in developing increased cognitive
and language skills. That is, a major fraction or portion of the language-mediated
input a student is receiving must be comprehensible--understood by the individ-
ual--to provide a framework for absorption of new material.

Typically in mainstreamed (mathematics, science, social studies) classes,
bilingual students have been confronted with both new concepts, ncw cognitive
challenges, and a "foreign", new, vocabulary of expression, With a new vocabu-
lary added to the conceptual issucs, the student has great difficulty in linking the
new materials back to his or her store of basic cognitive abilities, even though
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he or she may have experienced some of the content in everyday activities with
peers. .
Krashen also claims that students need to be willing and Iower their affec-
tive filter. The affective filter will be permissive toward the acquisition of new
knowledge and skills if students feel some familiarity with the materials they are
working on. Students are bound. to be more positively inclined and motivated if
they are given the opportunity to participate in the collection, the definition of
the content along with the specific L1 vocabulary relevant to content areas of the
curriculum. The use of cooperative group structuring of activities may also con-
tribute to lowering the resistance or filtering effect, thus adding to the likelihood
of positive experience and enhanced learning (Kagan, 1986; McGroarty, 1989).
During the practicum, the staff developers-to-be interpreted Krashen's theo-
retical proposals and prepared visual representations of the process of second lan-
guage acquisition via comprehensible input and low affective filter. They inter-
preted comprehensible input as verbal or non-verbal. Comprehensible input
meant i + 1, 2, 3, etc., whereas i = language already known and background
knowledge (cognitive, linguistic, cultural in L1 and English) and + 1, 2, 3 =
new linguistic, cognitive, cultural material, high context, low/high cognitive
involvement, interesting, relevant, not grammar-based, focus on the message.
Low affective filter meant: motivated; low anxiety level; not on the defensive;
self-confident; not concerned with the possibility of failure; member of the
group; focus on the message, on what, not on the form, on how. Both compre-

hensible input and affective filter rigger language acquisition meaning cognitive,
academic and cultural development via verbal or nonverbal performance.

f Development Deliv

It was often necessary that in the preparation of staff development, trainecs
would observe classrooms, izlk to teachers and school administrators in order t0
determine the specific training need to be addressed in the workshop. Frequently,
the need was introduced in the context of a prcoiem-solving scenario usually fol-
lowed by a group dynamics activity that tended to involve participants from the
beginning of the workshop. This trainer then became their facilitator who at-
tempted to provide them with a coaching environment from theory, to observa-
tion, to practice with coaching. Then each cohort practiced with feedback and was
videotaped delivering a workshop to a group of teachers in an LEA. At the fol-
lowing class meeting, each group discussed within the group and later with this
trainer what had gone on, what was effective, what was incffective.

The staff developers-to-be co-presented a number of workshops at LEAs.
Workshop titles included: "Helping language minority students after L. ey exit
from the bilingual classroom"; "Sheltered English: Classroom applications and
implications"; "Sccond language acquisition via whole language"; and,
“Meaningful reading in Spanish". Workshop titles for parents included: "Helping
to educate our adolescents”; and, "The power of language and culture in the edu-
cation of our children”.

At the conclusion of cach workshop, participants completed objective cvalu-
ations. The ratings for the workshops from teachers were exceptionally high;
that is, participating teachcrs believed that the workshops werc an c¢specially use-
ful resource. They indicated that: (1) the workshops were clearly organized and
presented; (2) the presenters had a command of the subject matter and used varied
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approaches in order to meet the training objectives; (3) the objectives and materi-
als were appropriate to address the needs of participating teachers and their stu-

dents; and, (4) knowledge and skills learned in the training would be applied to

specific teaching situations.

The ratings for the workshops from parents of LEP students were also ex-
ceptionally high. Like the teachers, parénts were thoroughly pleased with the
presentation of workshops by the trainces. Parents indicated that: (1) the infor-
mation received was valuable; (2) the themes discussed were helpful to help their
=" children; and, (3) the presenters were well prepared and made interesting presenta-
tions.

The seminar and the practicum were the most fundamental training opportu-
nities for staff development, what trainees would be doing as certified profession-
als. They offered anonymous open-ended evaluatione for both the seminar and the
practicum. They believed that: (1) these two core courses were worthy; (2) the
experiences were time consuming but worthwhile opportunities to develop their
skills as staff development specialists; (3) there was a good sense of groupness )
and cooperation to present a good workshop; (4) the LEA and the IHE needed to ‘
be more involved in the scheduling of staff development delivery; (4) the selec-
tion of workshop content areas met their expectations as staff developers; (5) the
instructor helped and oriented them very well, was supportive, and gave them a
lot of security and stimulation; and, (6) they felt they could give workshops
alone in the future.

Conclusion

The benefits seem to be mutual for the THE and the LEAs. Both have
strengthened their bilingual programs. Twenty staff development specialists,
program graduates, have been promoted in their districts from bilingual teachers
to either resource specialists, curriculum specialists, staff developers, assistant
bilingual directors, vice principals, principals, reading specialists, and mentoring
coordinators. All of them remain teaching, serving language minority students.
Fourteen of them are pursuing a doctorate at this or at other IHEs. For the IHE,
it has been very rewarding. The institutionalization of professional development
centers at each of the six LEAs shows commitment. Also committed is the Dean
of the School of Education who has been spending one day a week at a center for
the last five years. The addition of a third bilingual faculty member is also a
benefit to add to this effort. The program's accomplishments have also been re-
flected in the annual report of the vice president and provost ranking the bilin-
gual progran as one of the most noteworthy in the School of Education.

This staff development partnership can serve as an example of mutual bene-
fit for the IHE and the LEAs. Staff development specialists can be empowered
with the knowledge of pedagogical and linguistic research. It can also be an ex-
ample of reflective and cooperative professional development in which trainees
become more and more responsible of their own professional development. It is
one holistic approach to staff development. While one of the outcomes has been
the development of competencies for dealing with the transition LEP students,
its main focus has been on training staff developers who are tuned in into their
in-service training, able to make informed decistons which reflect sound theory,
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and able to create solutions to leaning problems that go beyond solutions of-
fered in trrining textbooks.

Atthe ieart of this program are the LEP students. They can be served better
through educational partnerships between and among LEAs and IHEs to be em-
powered with properly implemented schooling, :




Staff Development Specialists

References

Boe, E. (1990). Teacher supply and demand. In Proceedings of the First Research
S . I. . JE l.! E E-- SI l I'I N (pp.23_
83). Washington, DC: Office of Bilingual Education and Minority
Languages Affairs.

Calder6n, M. (1987, March). f training an hing: lticultural

teacher training institute/case studies project. Paper presented at the
Eastern Conference on Improving the Educational Achievement of
Limited-English Proficient Students, Baltimore, MD.

Calderén, M., & Marsh, D. (1988). Applying research on effective bilingual in-
struction in a multi-district in service teacher training program. NABE
Journal, 12(2), 133-152.

Christian, D., Spanos, G., Crandall, J., Simich-Dudgeon, C., & Willets, K.
(1990). Combining language and content for second-language students.
In A. M. Padilla, H. H. Fairchild, & C. M. Valadez (Eds.), Bilingual
Education; Issues ang strategies (pp. 141-156). Newbury Park, CA:
Sage.

Chu, H., & Levy, J. (1984). Institutionalizing a bilingual training program:
Case study of George Mason University. NABE Journal, 8(3), 43-54.

Crandall, J., Dale, T. C., Rhodes, N. C., & Spanos, G. (1987). English lan-
guage skills for basic algebra. Englewood Cliffs, NJ: Prentice Hall.

Cummins, J. (1981). The role of primary language development in promoting
educational success for language minority students. In Schooling and
language minority students: A theoretical framework (pp. 3-49). Los

Angeles: Evaluation, Dissemination and Assessment Center,
California State University.

. Cummins, J. (1984). Bilingualism an ial ion: 1
and pedagogy. San Diego, CA: College Hill Press.

Cummins, J. (1989). Empowering minority students. Sacramento, CA:
California Association for Bilingual Education.

Garcfa, E. (1992). Teachers for Language Minority Students: Evaluating

Professional Standards. In Proceedings of the Second National Rescarch
i imited English Profici o Issues: F m

Evaluation and Measurerent (pp. 383-414). Washington, DC: Office o
Bilingual Education and M nority Language Affairs.

107




104 . NABE '92.'93

Garcia, E. (1993). Language, Culture and Education. In L. Darling-Hammond
- (Ed), Review of Research in Education (pp. 51-98). Washington, DC:
American Educational Research Association.

Johnson, D. M,, & Binkley, J. L. (1987). Management and organizational struc-
ture in university bilingual education programs: A national survey of

Title VII. NABE Journal, 11(2), 95-115.

Joyce, B., & Showers, B. (1988).
ment. White Plains, NY: Longman.

Kagan, S. (1986) Cooperative leaming and sociocultural factors in schoolmg In
n nage: Social 1 h lan (5
m_mommu_de_m(pp 231-290). Sacramento, CA: Bxlmgual Education

Office, California State Department of Education.

Kagan, D. M., Dennis, M. B., Igou, M., Moore, P., & Sparks, K. (1993). The
experience of being a teacher in remdence American Educational
Research Association Journal, 30(2), 426-443.

Krashen, S. D. (1981). Bilingual Education and Second Language Acquisition.
In Schooling and language minority students: A theoretical framework

(pp. 51-81). Los Angeles: Evaluation, Dissemination and Assessment
Center, California State University.

Krashen, $.D. (1985). The input hypothesis: Issues and 1mpl|gaygn New
York: Longman.

Krashen, §.D. (1989). We acquire vocabulary and spelling by reading: Additional
evidence for the input hypothesis. The Modern Language Journal, 73,
iv.

Lieberman, A., & Miller, 1. (Eds.). (1991). f devel nt for
the 90's (2nd ed.). New York: T=achers College Press.

Macias, R. (1990). Teacher Supply and Demand. Discussant Comments.- In

Proceedings of_the First Research Symposium on_Limited English
Proficient Students' Issues (pp. 406-411). Washington, DC: Office of
Bilingual Education and Minority Language Affairs.

Martinez, R. (1992). Staff development for i improving teaching skills of main-
stream teachers of limited English proficient (LEP) students. The

lournal of Educational Issues of Language Minority Education, 11,
163-174.

McGroarty, M. (1989). The benefits of cooperative learning arrangements in
second language instruction. NABE Journal, 13(2), 127-143.

lus




Staff Development Specialists 105

Mercado, C. 1. (1985). Models of in service teacher training. Issucs in English

language development (pp. 107-114). Rosslva, VA: InterAmerica
Research Associates.

Mercado, C. I. (1993, April). Critical reflection on liveg experience in 3 bilin-
gual readirg course. Paper presented at the Ainerican Educational
Research Association conference, Atlanta, GA.

National Center for Education Statistics. (1993). Projections of education statis-
tics 0 2003 (DHHS Publication No. NCES 93-861). Washington, DC:
1J.S. Government Printing Office.

Office of Bilingua! Education and Minority Languages Affairs. (1989).
lloguiym ngthen ion rsonnel traini rograms:;
Training educational personnel to work with language minority popula-

tions. Washington, DC: Georgetown University Press.

Ogbu, J.V., & Matute-Bianchi, M.E. (1986). Understanding sociocultural fac-
tors: Knowledge, identity and school adjustment. In Beyond ianguage:
Social and cultural factors in schooling language minority students (pp.
73-142). Los Angeles: Evaluation, Dissemination and Assessment
Center, California State University.

RMC Research Corporation. (1981). A study of teacher training in bitingual ed-
ucation., Vol. I. Mountain View, CA: Author.

Romero, M. (1990). Teacher Training Models. Discussant Comments. In
Proceedings of the First Research Symposium on Limited English
Proficient Students' Issues (pp. 487-498). Washington, DC: Office of
Bilingual Education and Minority Language Affairs.

Secada, W. (1992). Evaluating Mathematics Education of LEP Students in a
Time of Educational Change. Proceedings of the Second National
i imi ish Proficient S ' 1 :
Focus on Evaluation and Measurement (pp. 209-256). Washington,
DC: Office of Bilingual Education and Minority Language Affairs.

Spanos, G., Rhodes, N. C., Dale, T. S., & Crandall, J. (1988). Linguistic fea-
tures of mathematical problem solving: Insights and applications. In
R. R. Cocking & J. P. Mestre (Eds.), Linguistic and cultural differ-
ences on learning mathematics (pp. 221-240). Hillsdale, NJ: Erlbaum.

Trueba, H. T. (1989). Raising silent voices, Educating the linguistic minoritics
for the 21st century. New York: Newbury House,

108




106 | NABE '92.'93

Villegas, A. M. (1993, April). Restructuring teacher education for diversity: The
innovative curriculum. Paper presented at the American Educational
Research Association conference, Atlanta, GA.

Walsh, A. C. (1991). Pedagogy and the struggle for voice. New York: Bergin &
Harney.

Wong Fillmore, L. (1993, February). The no-cost study revisited: Where do we
go from here? Paper presented at the 22nd Annual International
Bilingual/Multicultural Education Conference, Houston, TX.

110




THE EMERGENCE OF THE
FRAMEWORK FOR INTERVENTION

Joan Wink

Abstract

The purpose of this project was to study the affect of second
. language acquisition staff development through the use of cooper-
ative learning and to provide parent training. The study focused
specifically on the principal, bilingual staff, and parents of
Spanish-dominant students at an elementary bilingual school.
Naturalistic inquiry was used throughout the study to observe and
document the specific training which served as an effective change

agent for empowering the staff and parents.

The results of the study indicate that the Framework for
Intervention (Cummins, 1989) emerged during the research. An
ethnocentric approach changed to a pluralistic one. The staff
development and parent training components served as the impe-
tus for interaction and transformation. There were two ancillary
findings. First, the data indicate that several monolingual mem-
bers of the school community were particularly effective in the
bilingual setting. Second, the team teaching model was an unex-
pected result of the interaction of the participants.

The results indicate that bilingual education needs to be
viewed from the broader perspective of critical pedagogy.

Introduction

. During the last fifteen years there has been a revolution in research related to
second language acquisition, and by extension, bilingual education.
Considerable research has been conducted on the impact of culture and societal
 status of language acquisition (Cortés, 1986; Diaz, Moll, & Mehan, 1986;

Fishman, 1977; Giroux, 1987; Hakuta, 1986; Heath, 1986; Ogbu & Matute-

Bianchi, 1986; Skutnabb-Kangas, 1986). However, in spite of this increase in
knowledge, school districts continue to ask: What can we do to raise the
achievemeént and self-concept of our bilingual students? The purpose of this
qualitative study was to generate hypotheses which could serve as guidelines for
that central question. -

Review of the Literature

The philosophical paradigm regarding language minority students has many
names in the literature. For the purposes of this research, the dichotomy will be
referred to as PROPS, or proponents, versus OPS, or opponents, (Skutnabb-
Kangas, 1986). PROPS is to mosaic, pluralism, acculturation, voluntary, en-
richment, maintenance, and additive as OPS is to melting pot, ethnocentric, as-
similation, obligatory, compensatory, transitional, and subtractive. This re-
scarch is based on the theoretical framework which states that although the de-
batc regarding bilingual education appears to be a controversy regarding method-
ology, it is founded on basic philosophical and political differences (Cummins,
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1990; Hakuta, 1986; Hamers & Blanc, 1989; Romaine, 198S; Skutnabb-
Kangas, 1986 ). Skutnabb-Kangas (1981) refers to this as the pedago-political
cornsequences. '

Eigu‘rg 1

Assimilation to Acculturation

OPS PROPS
{opponents) : {propponents)

Anglo-conformity .T Inter-culturad
Orientation Oricentation

Subtractive .. Additive.
Linguistic/Cultural incorporation

Transmission — . Transactive
Pedagogy

Legitimization — . Advocacy
Program Assessment

Exclusionary Collaborative |
Parental Involvement

(Adopted from Cummins, 1989 and
Skutnabb-Kangas, 1986)

Wink/Wu 1993

The accumulation of knowledge regarding second language acquisition has
been continuous. The review of literature, which is subdivided into (a) the lin-
guistic context (b) the sociocultural context, and (3) the critical context, looked
at the historical development of this knowledge base during the last three
decades.

First, the work of Noam Chomsky is significant to second language acquisi-
tion research because his studies led the shift from the Behaviorist philosophy of
language learning to an Rationalist/Cognitive paradigm. Although Chomsky
often focused on the siudy of syntax, his results had great implications for the
entire theoretical framework of language acquisition. Chomsky's challenge of
Skinnerian theory and, indirectly, of most of the applications of behaviorism to
second language teaching is perhaps his most important contribution to date
(Richari-Amato, 1988, p. 14). Chomsky hypothesized (1959) that the
Behaviorist theory did not take into account the creativity and ambiguity of lan-
guage. In his articulation (1965) of surface structure and deep structure,
Chomsky conceptualized an abstract and ambiguous underlying structure with
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hidden levels of meaning, creativity, and ambiguity. This was a fundamental
paradigm shift because it placed the emphasis on the meaning and the interac-
tional nature of thought and language. As noted by Bruner (1978), Chomsky's .
work challenged the Behaviorist presupposition of learning language in patterns
as a stimulus-response mode of memorization and mimicry. Chomsky's view
dramatically altered thinking about language. The work of Chomsky meets the
two criteria of Kuhn's (1970) formulation of a paradign: shift: (a) the achieve-
ment was sufficiently unprecedented to attract an enduring group of adherents
away from a competing mode of scientific activity; and (b) it was sufficiently
open-ended to leave all sorts of problems for the redefined group of practitioners
to resolve (Kuhn, 1970, p. 10). During the past two decades researchers have
been working on those unresolved problems. Building on the work of
Chomsky, other researchers (Fishman, 1977; Krashen, 1981, Krashen and
Terrell, 1983; Cummins, 1981; Lambert, 1972; 1981) added to this knowledge
base by conducting research which sought to understand exactly how one acquired

a second language.

Second, 4s more information became available regarding how one acquires a
language, it became apparent that language could not be seen in isolation from
its social functions and context. Studies examined linguistic aspects, as well as
sociocultural aspects of second language acquisition (Vygotsky, 1962; 1978;
Heath, 1983; Diaz, et al., 1986; Ogbu & Matute-Bianchi 1986; Cummins,
1981; Krashen, 1981; Ryan, 1972). 1t has been argued ( Hab.uta, 1986, 1990;
Freire & Macedo, 1987; Ogbu & Matute-Bianchi, 1986; Heath, 1986; Diaz, et
al., 1986; Skutnabb-Kangas, 1986) that in strivinz to meet the nceds of lan-
guage minority students, the educational success and failure should be understood
as a product of the interaction of many factors: the student's language and cul-
tural background, the educational setting, and the wider sociocultural influences.

Third, in the 1990s the concept of second language acquisition has continued
to expand. Researchers (Poplin & Weeres 1993; Lucas, Henze, & Donato,
1990; Skutnabb-Kangas & Cummins, 1988; Cummins, 1989) are beginning to
look critically at the entire linguistic, sociocultural, and political context of lan-
guage and power. Given the vast amount of data available regarding the linguis-
tic and sociocultural aspects of second language acquisition, why aren’t programs
being implemented which serve the needs of second language students?
Cummins posits that minc:ity students can become empowered only through in-
teractions with educators who have critically examined and, where necessary,
challenged the educational and social structure within which they operate (1989,
p. 7). Recent literature (Giroux, 1988; Apple, 1986; McLaren, 1989; Freire,
1985; Cummins, 1989) places second language acquisition in an even larger cul-
tural and political context where language minority issucs arc studied within a
broader and more critical framework. Many in cducation (Wink, 1993; Darder,
1990: Beutel, 1990) increasingly are aware of a need for the synthesis between
bilingual education and critical pedagogy.
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Methodology

Skutnabb-Kangas (1986) has encouraged the use of qualitative methodology
for research in bilingual education. The methodology for this study was formu-
lated on the naturalistic paradigm which inductively seeks understanding of mul-
tiple realities. This approach lends itself to bilingual education because it is
highly appropriate to evaluate bilingual education within he societal context in
which it is implemented (Skutnabb-Kangas, 1986; Giroux, 1987; Hakuta, 1986;
Fishman, 1977; Ogbu & Matute-Bianchi, 1986; Dfaz, ct al., 1986; Heatb,
1986). Theoretically and methodologically, this researcher sees experience &s
qualitative, complex, holistic, and interactive. No educational practice takes
place in a vacuumy, only in a real context -- historical, economic, political, and
not necessarily identical to any other context (Freire, 1985, pp. 11-12). In any
experience an unlimited, unpredictable, and dynamic process is continually
evolving and being informed by the entire context. Eisner (1991) conceptualizes
one's world view as the primacy of knowing. All empirical inquiry is referenced
in qualities (Eisner, 1991, p. 27). This same approach can be used to learn more
about another form of art -- liké classrooms, schools, and teaching (Eisner,
1991, p. 3). ) '

As a participant/observer throughout the 1990-1991 academic school ycar,
the researcher focused on six bilingual classrooms: three kindergartens and threc
first grades. The informants included the parents of these students, their teachers,
and all staff members who came in contact with the children in these classes.
Formal staff development and parent training sessions took place monthly and
were led by various bilingual professionals from school districts, the local uni-
versity, and the state educational agency. The researcher was on-site two days
per week to provide informal follow-up for students, teachers, and familics. This
type of research involves continuous compiling, monitoring, analyzing, summa-
rizing, and interpreting of the data. The observations sought to document the
effects of the staff development and parcnial involvement. The data were written,
analyzed, and intcrpreted throughout the study.

Data Analysis

Having established her world view, the researcher is called upon to transform
her ways of knowing into signs and symbols which are meaningful 1o others. If
phenomena are viewed as qualitative, complex, and holistic, they must be repre-
sented by methods which are complimentary to this way of knowing. These data
were analyzed in a critical cthnography which tells the story of the changes
which took place at this one elementary school. The ethnography is divided into
five symbolic school days throughout the school year. Heath (1983) posits that
"doin’ ethnography" calls upon exactly such capacitics, namely, the skill and
judgment that cnables all human beings to sce cxamples as representative, to
recognize general ideas in concrete, palatable form, in perceived objects and
events, in remembered or envisaged scenes (Berthoff, 1990, p. 13). For example
in the ethnography which accompanicd this project, the on-going story of the in-
teraction between the teacher, Carolina, and her students is presented to demon-
strate how theory and practice are in a continuous process of construction and re-
construction. Carolina, who has becn reading Freire since the carly 1970s,
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knows that she knows, which is what Freire meant when he used the word,
conscientization. In Carolina’s room, knowledge is never transmitted, it is al-
ways generated. In this room, each child is a part of the empowerment process
by sharing, listening, reading, and writing. Each child takes risks and learns
from the process. Each child interacts and generates. Each child has unlimited
potential to move through the zone of proximal development because of the in-
teraction with Carolina and with their peers. This is emancipatory literacy.

Ethnographic research allows for self-correction during the course of the in-
quiry, in that questions posed at the outset are changed as the inquiry unfolds,
and topics that seemed essential at the outset are replaced as new topics emerge
(Hymes, 1982). The validity of this observation was apparent throughout the
data collection process. Initially, the focus was on second language acquisition,
cooperative learning, staff development and parent training. Within the first few
weeks of this project, the focus changed to the intcraction and transformation
which followed the trainings. The participants shifted the focus to questions
which related to self and social transformation in bilingual education.

The following short excerpt from the ethnography is provided as an example
of the data analysis. In this enthographic passage the transformation of Beatriz
(and the Bilingual program) could never have happened without the daily interac-
tion with Carolina, who shared her "ways of knowing" with her students and the
entire community. :

A Monday in September

"Come see our bilingual rcading texts which the state mandated that we or-
der,” she said as she proudly showed me the stack of beautiful, statc-of-the-art
Spanish reading texts gathering dust in a hidden corner of the book shelf. These
were books that I knew: I had read almost every story in the entire kindergarten
through sixth grade series. At another time and in another place, I had fought
“hard for the purchase of these texts, and I had seen the students and teachers grow
to love the stories as much as I did.

"They can make us order them, but they can't make us use them," she said
with a wink of the eye. It was at this moment that I decided what I would do for
my rescarch project. But that was early in September, and much has changed
since then.

Alamo has been known as the bilingual school in the district. 1 could never
understand why they called this little school the bilingual school. What was
bilingual about it? The teachers had bilingual certificates, but they taught and
spoke only in English. The materials werc all in English. The curriculum was
exactly the same for the English-only students and the Spanish-dominant stu-
dents. Eighty-eight percent of the first-graders are non-native speakers of
English; thirty-seven per cent of the K-5 students are classified as such. Quick-
exit programs reduce the numbers of students to be served rapidly. It reminded
me of Kenji Hakuta's question (1990, p. 2): What is bilingual about bilingual
education? I knew that I would never have called this a bilingual program.

At Alamo School children were given English at the cxpense of their educa-
tion. All content was taught in English although the children did not understand
it. After a few years the children succeeded in speaking English,
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but by then they were well behind their English-only peers i content knowledge
and literacy. They were taught to assimilate, not to acculturate. The concept of
the melting pot was held in high esteem: the language and the culture of the
Mexican children had no valuc. The sooner the children spoke in English, the
better. There was no cultural pride, only bicultural ambivalence: shame of the
first language and angér towards the second. Even the little kindergarten children
felt shame for speaking Spanish. They soon learned to say, "I speak English."

There had been no parent advisory committee for the families of these
Spanish-dominant children. Parents have felt excluded from the educational pro-
cess of their children. The children were seen as little vessels which needed to be
filled with English and majority culture values. Alamo was a perfect example of
Anglo-conformity orientation (Cummins, 1989). This bilingual program was
bilingual in name only. It had been created, begrudgingly, to satisfy the state
educational agency.

As I stood in the school corridor, T was suddenly jerked back to reality as I
heard Beatriz calling my name. She is frustrated, confused, and overwhelmed.
We know each other and like each other; she knows that she can be honest with
me, even if we disagree on some fundamental philosophical principles. You
have already met Beatriz; she is the bilingual tcacker who winked and left the
Spanish reading books untouched on the shelf.

"How are we going to teach these kids in Spanish this year, Joan? Do we
have to teach cverything twice? What is Renee going to do? She doesn't speak
Spanish. And, we don't even know thz other new teacher, Carolina. What arc
we going to do? All my materials arc ir: English." Beatriz was intense, and dis-
couraged. But, for me, it was a great Monday in September because in the last
ycar, Beatriz had never asked me these kinds of questions. And, the types of
questions we ask, will determine the answers we get.

Beatriz and I went into her room and sat in two of the littie desks in front of
the chalk board.

"How will we do this?" she asked me.

"What do the kids need?" I asked her.

“That's what I don't know," she groaned.

"Okay, then, Iet's just talk about one student. Are there any of these stu-
dents that you know very well? Let's just talk about what might be best for that
one student,” I replied. .

Beatriz grabbed a folder of one of the little children. I looked at the name:
Evangelina. Beatriz indicated that this child's language proficiency and culture
were similar to that of her other students. 1 took Evangelina's folder and asked
Beatriz to make two columns on the chalk board: ont. for the first language
(Sranish) and the other for the second language (English); 1 tegan to study the
contents of the folder.

"Does Evangelina liave more oral Spanish or more oral English?" 1 asked
Beatriz.

"She only speaks Spanish.”

"Okay, put a check under Spanish,” I responded. "She needs to read in a
language -vhich she knows." Beatriz nods her head in agrecement. On the chalk
board, B atriz places a check by reading in the Spanish column.

"Now, what about social studies? Can she learn the content in English?" 1
asked Beatriz.
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"No," she answers.

"Does she need to know the content? I asked.

"Yes," she answers.

"Put a check by social studies under the column labeled, Spanish,” I said.

"What about science? Can she learn those concepts in English? Is it hands-
on, discovery, experiential learning?"

"No."

Another check goes under the first language column.

"Okay, now, what about math? The contents of the folder indicate that she
learned her number concepts last year in English with Mary Rose. Are her math
concepts stronger in English or Spanish?" I asked.

"English.” Beatriz responded and immediately put the first check under the
English column.

"Does the school provide music, PE, and art?" I asked.

"“Yes, all three,” Beatriz responded and automatically went and put more
checks under the second language column.

English : Spanish

Oral Language X
Reading A X
Social studies X
Science X
Math X

Music - X

PE X

Art X

ESL X

"Now, we know that Evangelina needs reading, language arts, social science,
and science in Spanish. And, she needs math, music, PE, and art in English.
And, she needs one good hour of oral English development every day. Are any
of your other students dominant in English?"

"None."

"Are their needs all very similar to those of Evangelina?" I ask.

"Yes," she replied.

"Now, we know what the students necd,” I said.
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" During this intense interchange, 1 was aware of Beatriz's azony and also
aware that I must not show her how much I valued this dia:cctical process.
From my point of view, we were trying to reason correctly and to critically look
at the needs of this students. The fact that we had previously approached this
from different philosophical path was not a problem. We were ncw trying (o
learn from opposite views. We were questioning previously-held assumptions
which were reflected in the practices of this school. This dialogic process was to
become the most valuable part of the process for all of us during the year.

"But, what about the other two first grades? What will happen in those
classes? Renee can't even ~neak Spanish. How will she do this?" Beatriz asked.
There was tension in her voice. The questions continued to pour out of her.
How? How? How? Beatriz's frustration mounted. My spirits soared. After
one year, we were finally asking the right questions. -

"Can Carolina tcach the content in Spanish?” I asked.

"Yes."

"Can Renee teach Math and oral English?" I asked

"Yes," she responded.

"What about a tcam-teaching model?" I wondered. "What does Carolina do
best?" 1 asked.

"She says that she likes réading and language arts best, and I like social
studies and science best," Beatriz says.

"Sounds like you have everything you need,” I said.

After this discussion, Beatriz immediately went to work to arrange a meet-
ing of the first grade teachcrs, the principal, and the dircctor from the district of-
fice. The purpose was to talk about the implementation of a team-teaching
bilingual first grade program. I was invited, but made some excuse that 1 could-
n't attend. Ownership was vital to this fragile concept. Within days, the pro-
gram had been implemented. It didn't require a state mandate, nor a curriulum
writing process, nor a penny extra. This significant change came about because
thosc in the school community talked to each oth:r and were not afraid to ask a
fundamental question: What do our students nced and how can we provide it?

The Framework for Intervention

The data reflect the emergence of Cummins' Framework for Intcrvention
(1989; p. 59) . OPS wefe changing to PROPS (Skutnabb-Kangas, 1986). On
a continuum of change, subtractive was moving towards additive; exclusionary
to inclusionary; transmission to transactive knowledge; legitimization towards
advocacy. Not all the words in the data were the exact words of Cummins', but
the concepts werc the same. The staff development had triggered a process of in-
teraction which was transforming the tcachers and students. The teachers were
becoming empowered through their intcractions within their context; tcachers
were m :diating their environment (Freire & Macedo, 1987). The Framework for
Intervention of Cummins and the OPS /PROPS framework of Skutnabb-Kangas
have been joined in order to encompass the knowledge generation of this project.
(Sce FIGURE 1.) In answer to the original question of this study: What can we
do to raisc the achicvement and sclf-concept of our bilingual students? Onc way
for districts to affcct meaningful and positive changc is to follow the guidelines
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provided by Cummins and Skutnabb-Kangas theoretical frameworks which have
been joined in Figure 1.

In the Framework for Intervention, Cummins (1989) posits that educational
equity for language minority students will become a reality only when educators
and families acknowledge the subtle (and, not so subtle) forms of discrimination
which exist in society and which are reflected in the schools. Overt racism of
the past has become covert institutionalized racism of today, and, it is this pro-
cess of subjigation which prevents language minority students from succeeding
at the same level as their English-only peers. This institutionalized racism is re-
flected daily in the interactions of siudents and teachers. Educators need to ac-
knowledge such racism and see bilingual education in a broader framework of
anti-racist education (Cummins, 1989).

The intervention framework portrays a process of change from an Anglo-
conformity Orientation to an intcr-cultural orientation. Cummins' theoretical
framework posits that this change process takes place simultaneously on four
different fronts: (a) the cultura! and linguistic incorporation needs to move from
subtractive to additive; (b) the community participation needs to shift from ex-
clusionary to collaborative; (c) the pedagogy must change from transmission to
interactive and experiential; and (d) assessment of the program abandons a
legitimization-orientation and moves towards an advocauvy-orientation. The stu-
dents empower themselves within a more critical and supportive framework.

Throughout the process, the data reveal that staff development. per s¢, was

having a very limited effect; however, it was obvious that the starf «. velopment
triggered interaction, and the interaction lcd to transformation, The ransforma-
tion which took place was the Framework for Intervention.

Conclusions

It can be conclu Jed that Alamo Elementary reflects a shift from assimilation
to acculturation; from an ethnocentric approach to a pluralistic approach; from
bicultural ambivalence to cultural pride; from the melting pot to mosaic. The
data indicate that the changes did not happen in a linear and isolated manncr as
unexpected paths developed from the intcraction.

The data indicate that bilingual cducation necds to be vicwed from the
broader perspective of critical pedagogy. The conclusions of this research project
go well beyond the confines of second language acquisition and cooperative
lcarning. In this context, students were better served because the school com-
munity created an anti-racist and critical approach to education. The school
community followed the guidelines cstablished by the Cummins' Framcwork for
Intervention and the Skutnabb-Kangas OPS/PROPS Framework.

During the course of the data collection, several findings were completely
uncxpected. The first ancillary finding was that several monolingual English
staff members were particularly cffective because they were not afraid to chal-
lenge their long-held assumptions, and they were not afraid of change. They be-
came actively involved in changing the status quo so that bilingual students
could be served in their primary language. The second ancillary finding was that
the team-teaching model, which was not planncd for in the original cthodology,
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grew naturally from the context. The data indicate that the teachers consistently
felt that they could change their environment.

Recommendations

The recommendations from this study are that more research needs to be
conducted (a) to conceptualize and articulate the relationship between bilingual
education and critical pedagogy; (b) to articulate the criteria which are part of be-
ing an effective bilingeal administrator; (c) to find ways to more effectively in-
clude all teachers (monolingual and bilingual) within bilingual education; (c) to
articulate specific ways that districts can implement Cummins' and Skutnabb-
Kanga\s' shared framework.

Update: December 1993

After this research project, the school was closed, and the children and teach-
ers were scattered to various schools sites within the district. Many of these
schools provided no bilingual support. Since that time, the principal, has con-
tinued to exert strong leadership in the district and iz gradually pulling the teach-
ers, the students, and the families into her new school community, Beatriz has
recently been nominated as the Outstanding Teacher in her school. Carolina
was placed in a school where the principal feels that a teacher's worth is reflected
in her ability to fill out all the forms correctly and turn them in on time -- never
Carolina's strong suit. The last time I spoke with her, she told me she wanted
to write. This is a story that needs to be told.

Some of the citations in the Review of Literature have been updated to in-
clude more recent voices which support the original concepts.

Those taking part in the presentation during the NABE Conference were:
Dr. Joan Wink, California State University, Stanisiaus
Dr. Hermédn S. Garcfa, New Mexico State University, Las Cruces
Rose Mary Neshyba, Principal, Bryan, Texas
Carmen Montalvo, Bilingual Teacher, Bryan, Texas
Renee Richards, ESL Teacher, Bryan, Texas
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EFFECTIVE BILINGUAL AND ESL TEACHERS:

CHARACTERISTICS AND THE ORAL LANGUAGE
PROFICIENCY

LEVELS OF THEIR STUDENTS

Lilliam M. Malavé

ABSTRACT

This paper presents a study that exainined the characteristics
of early childhood teachers of limited English proficient (LEP)
students and the oral language proficiency of students who partici-
pated in the classrooms of identified effective bilingual and
English as a second language (ESL) teachers. It surveyed parents,
teachers and administrators to identify effective instruction char-
acteristics of bilingual and ESL teachers of kindergarten, first and
second grade LEP children. In addition, it determined the English
and Spanish oral language proficiency. levels of the students in re-
lation to their participation in effective or very effective class-
rooms. District wide data were collected about the characteristics
of effective bilingual and ESL teachers. Oral language proficiency
data were collected from twelve classrooms with K-2 LEP students
of six schools in a Western New York urban school district. The
results indicate the while the students made statistically signifi-
cant gains in the two languages, there were no statistically signif-
icant gains associated with participation in very effective vs effec-
tive classrooms.

Introduction

The purpose of this study was to determine effective instruction characteris-
tics of bilingual and ESL tcachers and the level of oral language proficiency of
limited-English proficient students participating in the bilingual and ESL class-
rooms of selected effective teachers. Specifically, the study surveyed parcnts,
teachers and administrators to determine what were the perceived cffective instruc-
tion characteristics of K-12 teachers of LEP students. In addition, the study
identified effective teachers through nominations and classified them as effective
or very effective to examine the oral language proficiency level of their students.
Two research questions were stated.

Research Questions
1) According to parcnts, teachers, and administrators; what are the cffec-
tive instruction characteristics of bilingual and ESL tcachers of LEP

students ?
2) Is there a significant diffcrence between the oral language perfor-

mance of LEP students participating in cffcctive classrooms and  the
performance of those participating in very effective classrooms?
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During the last two decades much emphasis has been placed in the study of
effective schools. Research in bilingual, ESL and early childhood education re-
flects the evolution of recent findings in the field of effective classroom in-
struction. The conceptualizations of many studies in effective bilingual- early
childhood instruction include frameworks established in the respective fields of
second language acquisition, -zarly childhood and effective schools. The literature
has demonstrated that effective bilingual and ESL instruction shared many of the
characteristics of effective instruction but that at the same time there are charac-
teristics unique to bilingual and ESL instruction (Borich, 1979; Tikunoff, Ward,
Lash, Dunbar, & Rounds, 1980). Troisi (1983) cites characteristics of effective
teachers related to instruction in bilingual and ESL settings: personal, context
related, process oriented, and product specific. Brisk et al. (1990} states that effec-
tive bilingual teachers: demonstrate a strong sense of commitment and advocacy,
do work that goes beyond teaching, care about their students, have a good under-
standing of the students background, have high expectations, and focus instruc-
tion on learning and on learning a sccond language. Soto (1990) states that ESL
teachers at the elementary level possess collective knowledge and skills or intu-
ition Additional characteristics of successful bilingual teachers include: using
the native language to mediatc instruction, creating an cavironment where stu-
dents have social contact with native speakers of the other language, using the
native language and other transmittals of the native culture, demonstrating high
quality of the instructional language, and enriching the nature of the linguistic
material from which the child construes English (Fillmore, 1991; Tikunoff ct
al., 1980; Olesini, 1971; Plante, 1976; Mace-Matluck, 1990). Pease-Alvarez,
Garcfa, & Espinosa (1991) focuses on the characteristics of cffective bilingual
carly childhood teachers. He states that these teachers: are bilingual-biliteratc in
the two languages of the child; upgrade their skills continually and serve as men-
tors tG other teachers; are responsive to changes and new developments; use prac-
tices that reflect the culture and language of the child; use a holistic approach to
teaching; encourage cooperation among students; establish trusting and caring re-
lationships in the classrooms; share a commitment to bilingualism, bilitcracy,
and cultural integration.

Bredekamp (1989) discusses integrated components of developmentally ap-
propriate practices for early childhood. The discussion includes: the use of a cur-
riculum that integrates content lcarning through projects, learning centers, play-
ful activitics, and that reflects the interests of students; an environment for chil-
dren 1o learn through active involvement with each other, adults and older chil-
dren; a classroom that promotes cooperation among children; settings that pro-
vide concretc leaming materials; adults who promote pro-social behavior, indus-
try and independence by providing stimulating and motivating cxperiences; a
view of parents as educational partners; ability to assess progress through obser-
vations and recorded behaviors; availability of classroom space with an adult ra-
tio regulated; and personncl appropriately trained 1o work with young children.

The study presented in this paper examines to the extent that the characteris-
tics cited in the literature are reflected in the selection of effective bilingua! and
ESL teachers. It also investigates the oral language performance of limited-
English proficient students who participated in sclected effective classrooms.
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Methodology

Instruments and Procedures

For the first part of the study a questionnaire (see Appendix A) was devel-
oped to investigate the characteristics of effective teachers of limited-English pro-
ficient students. It included three questions used for this study: 1) What is an ef-
fective teacher?, 2) Which are the particular characteristics that effective bilingual
and/or ESL teachers have?, and 3) Can you identify no more than five very effec-
tive k-2 bilingual and/or ESL teachers in your school? (A fourth question for an-
other study was also included.) Thirty-two questionnaires were administered to
four groups: 1) eight parents who visited the schools during the two months the
data were collected, 2) eight bilingual teachers, 3) eight administrators responsi-
ble for ESL and bilingual programs, and 4) eight ESL teachers.

The Language Assessment Scale (LAS), an instrument approved by the NY.
State Education Department to identify the oral language proficiency of LEP
children, was used to determine the oral language proficiency scores of the stu-
dents participating in K-2 classrooms where bilingual and ESL teachers had been
nominated as effective.

Sample

To identify the sample population it became necessary Lo follow several
steps. First, the pre and post-test SCOres on the LAS of all the K-2 children in
bilingual or ESL programs in the district were identified. The scores of 487 stu-
dents in 28 self contained classrooms (with 25 bilingual teachers or tutors and 15
ESL teachers) were collected (see Appendix B). Second, since the majority of the
students received services from both bilingual and ESL teachers, all the groups
(except one) who were seiviced only by tutors or one ESL or one bilingual
teacher were excluded from the study. Third, since there were no pre-test scores
for kindergarten and in addition, some kindergarten groups had no ESL teachers,
students in kindergarten were also eliminated for the second part of the study.
Fourth, the groups in which the ESL or bilingual teachers were not nominated
as effective; i.e., received zero nominations, were climinated. This process re-
sulted in the selection of six schools to participate in the second part of the
study. In these six schools ali the LEP students had been pre and post-tested
with the English LAS and all were participating in classes with ESL and bilin-
gual teachers nominated as effective (See Table 1).
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SCHOOL | #3TNTS | Bl INOM]ESL]NOM] T1 [Tt MEAN] T2 |T2 MEAN] GAIN]MEAN GAIN
SCHOOL. 88
GRADE. 1 24 Ci 3 1ec! s jem| 1997 J1111)] 4629 | 875 28.13
GRADE 2 17 D} 4 JEC| 5 j4«0] 2530 | 879| st70 | a9 2841
TOTAL 41 886| 1698 |1990| 2902 }1124 27.41
SCHOOL CC
GRADE 1 35 Fi 1 {ED]| 1 Ja1ssy 160 | 2508 7423 | 439 12.54
GRADE 2 18 EE| 1 J1263] 7183 |1489] 8272 | 196 10.89
TOTAL 3 US| €513 J«087) 77.11 | €35 11.98
SCHOOL DD
GRADE 1 13 V] 2 leci 2 |63 331 | m9! 7069 | 226 17.38
GRADE 2 13 J] 4 EH{ 1 |687] si;1 |1036] 7969 | 369 2%
TOTAL 26 1360] 5231 {1955{ 7519 | 595 2208
SCHOOL EE
GRADE 1 24 M| 3 je| 4 J1a7e] s733 |1680] 7000 | 304 1267
GRADE 2 13 Pl 1 1EJI 1 {903 6948 |10es5] s1.92 | 162 12.48
TOTAL 37 2279) 6159 | 2745| 74.19 | 466 12.59
SCHOOL FF
GRADE 1 2 Al 1 [EX! 2 {7o8] 3398 [1279] =14 | 551 25.05
GRADE 2 20 S| 3 jEK{ 2 16e88] 3440 [1102] 3510 | 414 20.70
TOTAL 42 14167 33.71 | 2381 s669 | 965 298
SCHOOL HH
GRADE 1 a7 X|] 4 |EN| s (2198] s9.41 |2756] 7443 | 558 15.08
GRADE 2 31 Y1 3 |EO! 7 |2113] o816 [2:28] 732 | 315 10.16
TOTAL 68 4311) 6340 |5184] 7624 | 873 12.84

The six schools used in the second part of the study included twelve
classrooms (6 first and 6.second grades), 11 bilingual and 10 ESL teachers, and
267 LEP students. Since all but one of the groups received instruction from
both a bilingual and an ESL teacher (to have enough second graders one group
with only an ESL teacher was included), the groups were ranked according to the
number of nominations that the ESL/bilingual team received in the question-
naires. Two categories of effective teachers were also created: effective (4 nomi-
nations or less for the team) and very effective (7 to 10 nominations). Two
teams of second grade teachers and their students were not used for the purpose of
determining the relationship between these two categories and the language pro-
ficiency of the children, The two teams eliminated were nominated five times and
therefore were considered a midpoint category and could not be placed in either
group, effective or very effective (see Table 2).
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Table2

NOMS # PRETEST POSITEST GAIN
STNTS
GROUP E

18

35 -

13

2

13

REJECTED
13
20

GROUP VE
EE 7 24
=1:] 8 24
HK 9 37
B8 9 17
HH 0 31

Results

The results were organized to answer the two research questions. The first
question addresses the characteristics of effective bilingual and ESL teachers.
The questionnaire generated information related to the characteristics of effective
teachers in general, and of effective bilingual and ESL ‘teachers in particular.
There were two type of responses: professional and personal characteristics.
Table 3 illustrates that overall on the professional indicator the respondents an-
swered that an effective teacher must be aware of techniques and strategies of
teaching (37.5%). On the personal indicators the respondents emphasized caring
about the students (18.75%). The administrators and the bilingual teachers felt
that an effective teacher must be aware (50%) and consider (37.5%) the needs of
the students, while the parents emphasized knowledge of both languages and mo-
tivation (25%).There was more consensus on the perceptions of the ESL teachers
than in the perceptions of the other respondents. ESL teachers reflected the re-
sults of the overall responses: knowledge of correct strategies (75%) in the pro-
fessional indicators, and caring about the students (62.5%) in the personal indi-
cator. Administrators indicated that both to be organized (25%) and t care (25%)
are important personal characteristics. In addition bilingual teachers also men-
tioned personal characteristics such as to be sensitive, loving, dedicated, patient,
gentle, kind, compassionate, and organized. Parents, like bilingual teachers,
added 1o the personal characteristics to be organized and patient. They also in-
cluded to have good manners and a good personality, to be aware of the students
emotional needs, and to be heipful.

The questionnaire also provided information about the particular characteris-
tics of effective bilingual or ESL teachers. The overall responses on the profes-
sional indicator show that awareness of the students cultural background (53.1%)
and understanding the children (18.8) were the most frequent responses. When the
four groups of respondents were considered individually they also reflected a con-
cern for the cultural background of the students (administrators, 50%:; bilingual
teachers, 50%: ESL teachers, 75%; parents, 37.5%). In addition, the parents and
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the bilingual teachers added language as an important characteristics. On the per-
sonal characteristics the overall answers dealt with understanding the children
(18.8), with the ESL teachers also reflecting this particular perception (50%). On
the personal characteristics the administrators expressed dedication and determina-
tion ( 25%), while bilingual teachers and parents provided 14 different answers.
The bilingual teachers, just as the ESL teachers, mentioned understanding the
children, and as the parents, they mentioned to be responsible. While bilingual
teachers added that effective bilingual and ESL teachers must be respectful, par-
ents added the they must: have good manners and communication skills; be po-
lite, organized, patient and gentle; and like teaching. .

The second research question explores the relationship between nomination
as effective bilingual and ESL teachers and the oral language proficiency of the
limited-English proficient students. To answer this question the oral language
proficiency pre and post test ( LAS) scores of all the first and second grade LEP
in six schools were collected. There were 267 students, 11 bilingual teachers and
10 ESL teachers. Eleven teams of a bilingual and ESL teacher and a one ESL
teacher team were ranked according to the number of nominations they received
on the questionnaire. The ranking ranges from 1 to 10 nominations. Two cate-
gories of effective and very effective teachers were established. Teams with four
or less nominations were classified as effective and those with seven or more
were classified as very effective. Two teams with five nominations each were not
inciuded to establish a clear distinction between the two categories, assuming
that a score of five or six represented a midpoint category (see Table 2).

Table 3
EFFECTIVE CHARACTERISTICS OF ANY TEACHER

EROM:

ALL QUESTIONNAIRES 3 Cares abowt studer.ts 18.75
ADMINISTRATORS 50 Organized, Caring 23
BIL TEACHERS sders indivi *(8 pven) 125 ex
ESL TEACHERS X Cares about students 825
PARENTS **(6 given) 125ea

% OF

“The eight given are sensitive. loving, dedicaied, pasient, gende, kind, compasnonats, organized .
**The six given are organized, good good p ity, aware of studosts’ i needs, patient, helpful

EFFECTIVE CHARACTERISTICS OF BI/ESL TEACHERS
ERQM: P

ALL QUESTIONNAIRES  Aware of sudents cultural beckground 55,13 Undersands children
ADMINISTRATORS Aware of cultursl background 50 mﬂm
BIL TEACHERS Undesstand culture and Lngunge 50 *(3 given)

ESL TEACHERS Culturally sensitive s Undersand students
PARENTS Ui Insre/borh langung ns **(11 given)

% OF

*The three given are um 1d: respecful

P

**The eleven given arc responsible, dy N, d, likes waching, good manners, polie, gende, good communication with parents
gooul listener, Joves chiidren. and patient

Table four illustrates the t-test conducted to determine if there was a statisti-
cally significant relationship between gains in the pre and post-test scores of
each group and the number of nominations teachers received in each group, VE
and E. The gains for the groups wnt‘h very effective (VE) teams of teachers were
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found to be significant at p<.01. The gain for the groups with the cffective (E)
teams of teachers was significant at lower level, p<.02. A Spearman correlation
analysis between the number of nominatiors compared to the total gains of each
class was conducted and a moderate positive correlation of .68 was found.
However, since group VE had more students than group E, 133 vs 101, further
analysis was required to explore the effect of the difference in sample size. A
Spearman rho was caiculated using the mean gains for each group, rather than
raw scores, and the number of nominations for the teams. A very low correlation
coefficient of .25 was found. To determine how different the groups were, a t-
test for related groups was conducted using mean gains rather than the total
gains. No significant difference was found between the means of both groups,
VE and E (1=1.66, p< .05). Using an analvsis of variance, ANOVA, no signifi-
cance difference between the two groups (F(1,8)=28, p<.05). An F-test was cal-
culated and the value obtained ( F=1.87, df=4/4) was not equal to or greater than
the table F values. It seems that there was no significant difference betw
mean gains of groups VE and E. -

Table 4
t-TEST FOR GROUP VE Nx S dtz4
BT/ET SCH TOT NOM X valves Y vaiues DIFF Sq OIFF
WEL EE 7 1376.00 1680.00 304 -1376
cec 88 8 43600  1111.00 675 436
X/EN HH 9 2198.00 2756.00 558 -2198
DEeC 88 9 430.00 879.00 449 430
YEOQ HH 10 2113.00 2428.00 s «2113
T- €553.00 8854.00 201 160231
MEANSs 1310.60 1770.8%0 46020
(ID)sq = 5294601
SLEM= 7147
e T 6.47
Y4 p.O1 46
{-TEST FOR GROUP E Ne S dt=4
* BT/ET SCH TOT NOM X values Y valuse DIFF Sq DIFF
EET  CC 1 1293.00  1489.00 196 38416
FED cC 2 2159.00 2598.00 439 192721
PE) EE 2 903.00  1065.00 182 26244
REK FF a3 728.00 1279.00 551 303601
WG 00 4 69300  919.00 226 51076
T= §776.00 735000 1574 612058

MEANSe 1155.20 1470.00 314.80
(SDisqm 2477476
StEm= 76.34
b O 4.12
H4),p.01= 4,60

*ESL TEACHER ONLY
** sigificant at p .01

*** not sigificant at p .01 l 3 ]
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The data in Table 5 illustrate that in each grade the group of students (teams
N/EI and O/EJ) who scored lower(51.66 and 51.38) in the pre-test had higher
mean gains (19.90 and 18.05) in the post test The students (tcams M/EI and
P/EJ) who scored more in the pre-test (57.33 and 69.46) had fewer mean gains
(12.67 and 12.46). Graph 4 illustrates a comparison of the pre-test ‘mean and the
mean gain. For example, the team (Y/EOQ) with the largest number of nomina-
tions (10) and the second highest pre-test mean(68.16) have the smallest mean
gain (10.16). A Spearman rho correlation analysis was conducted to determine
the relationship between the mean gain and the pre-test-scores. A carrelation co-
efficient of -.95 was found, indicating a strong negative relationship. As the
mean pre-test LAS scores went up, the mean gain scores went down. (see Graph
4). Another set of results that support this negative relationship are illustratzd
in the analysis of the mean gains when the schools are categorized by low or
high LAS pre-test mean scores.

Table 5
Grade Teachers HNoms. # of Stmts T! T T2 T2 Mean
Mean Mean Galn
1 MEI 32935 24 1376 51.93 1680 70.00 1267
1 N/EL o4 21 1065 51.66 1503 ns? 19.90
2 PES 32873 13 <) §9.46 1085 81.82 1248
2 [o)iA] an Fal 1079 5138 1458 69.43 18.05
<
Graph 4:
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Table 6 illustrates the schools categorized by those in which the mean of the pre-
test scores were less than 55 and those in which the means were more than 55.
There were the same number of schools (6) and the same number of grades (3
first and 3 second) in each group. A related group t-test was calculated on the dif-
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ference between matched pairs of means of the pre-test scores . There was a sta-

tistically significant difference between the two groups of schools, ¥(5)=5.20, p
< 01

Group BDF sroup CEH
School/ Mean % of | School/ Mean & of pifference Diff.
Grade Pretest Gain®*| Grade pretegt Gain*i o Mea, 5a3 3
BB/1 18.17 1552 EE/1 57.33 228 35.16 1 20.11
BB/2 25.30 104% EE/2 69.46 18% 44.16 19 .74
FF/1 33.09 76% CcC/1 59.41 20% 26.32 635-74
FF/2 34.40 60% cc/2 68.16 15% 33.76 1170.22
DD/1 53.31 333 Hﬂfl 61.33 igt 1g.gg 0.2

51.3 55% HH 71. % . -
Bplz 1-21 2 Totzls 170.30 5729.31

D= 170.30 = §729.31 D= 23.38
N= 6 af= 5

tr 5.20 t(5), p «.01l= 4.03

(D)= 29002.09

« § over mean pretest score

Another element considered was the comparison of mean grade SCOres across
grade levels. Graph 1 illustrates that grade one students received higher mean
gain scores in every school but one (DD). T-tests(see Table 7) indicated that both
first and second grades made significant gains {1(5)=6.63, p<.01 and t(5)=6.66,
p<.01 respectively). A Spearman rho analysis did not show a significant rela-
tionship between the number of nominations the teachers received and the mean
gains for the grades. Spearman rho of .04 and .02 for first and second grade re-
spectively were calculated. Graphs 2 and 3 illustrate comparisons of the mean
gains per grade in relation to the number of nominations the team of effective
teachers received. Since LEP first graders are generally expected to score lower
than LEP second graders, the results concur with previous results that indicate
that the lower the scores in the LAS the students receive, the higher th: mean
gains they will obiained.
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t-TEST FOR FIRST GRADES Ne ¥

BT/ET  BT/NOM  ET/NOM PRE-LAS POST-LAS $q DIFF
CEC 3 436.00 1111.00 455825
F/ED 1 2159.00 2508.00 192721
VEG 2 693.c0 919.00 2 51076
WEL 3 1378.00 1660.00 92416
1
4

R/EK 728.00 1279.00 303601
WEN 2198.00 2756.00 311364
Ta 7590.00  10343.00 1408803

MEANS=  1265.00 1722.83
(XDisq = 7579009
SLEMMa 639.19
"= 6.63
HS) p .O1= 403

** t vatus significant at p < .01

t-TEST FOR SECOND GRADES

BT/ET S8T/NOM ET/NOM PRE-LAS POST-LAS Sq DIFF
DEC 4 430.00 879.00 201601
/EE” 1293.00 1489.00 38416
JEH 667.00 1036.c0 136161
PEY 903.00 1065.00 26244
SiEK 688.00 1102.00 171396
YEO 2113.00 2428.00 99225
6094.00 7999.00 673043

MEANSx  1015.67 317.50

(ID)sq= 3629025
SLErmrs 47.68

"t 866
{S), p. Ol 403

™ 1 value significant at p < .
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Discussion

Findings

The findings of the first research question indicate that overall the respon-
dents identify that an effective teacher must be aware of instructional techniques
and strategies, have knowledge of the needs of the students, and must be moti-
vated. Parents felt that an effective teacher must know English and the native
language of the students. The findings indicate that the most unique professional
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characteristics of an effective bilingual or ESL teacher are to have knowledge of
the students culture and to speak English and the native language of the stu-
dents. For both teacher categories, effective and effective bilingual and ESL, car-
-ing and understanding the children were the most important characteristics.

The findings of the second research question indicate that the students at-
tained significant gains in English oral language performance. Statistically sig-
nificant correlations were found between the number of nominations and the per-
formance of the students. The more nominations received the stronger the corre-
lation. However, no statistically significant difference was found between the
performance of students participating in effective classrooms when compared
with students that were participating in very effective classrooms.

The following example presents a possible explanation for the lack of differ-
ences between the students participating effective and very effective nominated
classrooms. Table 5 illustrates four teams of teachers from the same school (see
Appendix B) and the oral language performance of the students. Each team in-
cluded the same ESL teacher but different bilingual teachers. The ESL teacher of
each team was nominated as very effective however, only one of the bilingual
teachers in cach team was nominated as very cffective. M, a first grade bilingual
teacher, received 3 nominations and EI, an ESL teacher, received 4, for a total of
7 nominations. Their group’s mean gain was 12.67. However, another first grade
bilingual teacher, N, received 0 nominations but since EI had 4, their total was
4. Their group’s mean gain was 19.90. For second grade, bilingual teacher P had
1 nomination and EJ, an ESL teacher, also had one nomination, for a total of 2.
Their students’ mean gain was 12.46. EJ's other team member, O, had no nomi-
nations. Their students’ mean gain was 18.05. In both cases, the students with
the team of teachers with fewer nominations had higher mean gains than those
with teacher teams with more nominations and vice versa.

The results indicate that there was a negative significant correlation between
the pre-test scores and the mean gains. However, the results also concur with
the previous findings that in both grades the students made significant gains. It
was then speculated that it is possible that the LAS does not measure gains as
well for the students at the upper levels as it does for the students of lower level
of language proficiency. It is also possible that the students at the lower levels
- are increasing their scores faster because ESL and bilingual instruction is gearcd
toward their needs at the cxpense of the more advanced level LEP students. The
possibility o. a language proficicncy plateau must be considered. Student can be
rcaching a language proficiency level difficult to surpass. As students language
proficiency increases measurable gains are more difficult to achieve.

nd Implication

Many of the effective characteristics cited in literature were not identificd by
the respondents, although those identificd were indeed cited in the literature. For
the bilingual and ESL teachers, many of the characteristics cited in the literature
were not identified. For cxample, the usc of developmentally and culturatly ap-
propriate curriculum, materials and techniques were not mentioned. Nor were the
usc of cultural carriers like storics to transmit cultural information or the use of
instructional practices congruent with the cultural background of language mi-
nority students (Tikunoff, ct al., 1980). No respondent mentioned any of the ap-
propriate instructional practices cited in the literature of young children. No
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group of respondent addressed issues such as knowledge of developmentally ap-
propriate curriculum and practices; use of age appropriate material, knowledge of
developmental progress of young children; ability to create an environment that
encourages active exploration and interaction with others; ability to created stu-
dent centered learning activities and communication opportunities; ability to re-
late to the parents and home; knowledge of assessment of young children’s
progress; is qualified to provide guidance of social-emotional development; and
has knowledge of motivation practices for young children (Pease-Alvarez et al.,
1991; Bredekamp, 1989; Spodek, 1985).

This study supports the findings of a previous study which concluded that
the effective instruction characteristics recognized by those who are directly in-
volved in the implementation of early childhood bilingual and ESL programs do
not in general reflect an extensive representation of the literature in effective
schools, early childhood or effective bilingual instruction (Malavé, 1992).
However, the few characteristics identified have been frequently cited in the liter-
ature. Diaz (1985) cites teaching techniques, Brisk et al. (1990) states that good
teachers care about their students, Milk (1985; 1990), Oster (1989) and Vazqucz
(1989) refer to the importance of teachers to be sensitive to the students’ necds
and Watson, Northcutt & Rydell (1989) discuss organization when they refer to
planning instruction, The need to be culturally sensitive has been established by
authors such as Saville-Troike (1978), Kendall (196.}and Tikunoff (1981).

Future research needs to examine to the extent to which teachers do exhibit
unique effective instruction characteristics impact on the educational performance
of limited-English proficient students, There is also a need to investigate what
are the unique characteristics of early childhood bilingual and ESL teachers and to
what extent these translate into effective instruction which impacts the perfor-
mance of students.

The results of this investigation also support the finding that LEP students
gained mean score points in the oral part of the LAS. In addition, it illustrates
that there was a positive relationship between the number of nominations that
the effective bilingual and ESL teachers received and the mean gains of the stu-
dents. However, no stati tically significant difference was found between the oral
language performance o+ students in classrooms of teachers categorized as effec-
tive vs the students in the classrooms of teachers categorized as very effective.

To explain the above findings several issues were examined. 1)It was specu-
lated that since all the teachers were nominated as effective and the students in
both groups attained significant gains, the important factor was to be in an effec-
tive classroom regardless if the teachers received many or just a few nomina-
tions. 2) It was considered that the process used to select the teachers resulted in
the nominations of teachers “perceived as effective” rather than of teachers with
actual measurable degrees of effectiveness”. 3) It was speculated that differences
in the degrees of effectiveness of teachers® performance are reflected more in areas
other than in English oral language. 4) It was also contemplated that ESL teach-
ers could influence more ESL acquisition since the bilingual tcacher could im-
pact more other content areas. 5) It was considercd that the nomination process
does not result in the selection of effcctive tcachers that actually impact their
students differently from non-nominatcd teachers, and 6) It was realized that the
categories of effective and very effective teachers could be artificial in relation to
measuring the achievement level of the students’ oral language performance.
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A specific example was used to reinforce the issue of the selection of effec-
tive teachers in relation to “perceived” rather than actual “degrees of measurable
effectiveness performance” as determined by ihe oral language mean gains of the
students. The illustration brought to light other issues: 1) Does the LAS mea-
sure the mean gains of advanced ESL students as accurzely as it measures the
mean gains of beginning level students? In other words, does this instrument
measure gains related to the basic communication skills often emphasized in be-

ginning ESL classes rather than the cognitive and academic skills necessary for

content area activities? 2) Are teachers emphasizing instruction for lower level
students at the expense of upper level students? 3) Are teachers emphasizing ba-
sic communication skills at the expense of cognitive and academic language
skills related to advanced ESL test questions?

The findings also demonstrate that there was a strong negative relationship
between pre-tests scores and mean gains. The lower the initial scores of the stu-
dents were, the higher their mean gains resulted. Even when schools were cate-
gorized using their low or high initial scores the results were consistent. There
were statistically significant differences between the schools  with low and
those with high mean scorcs. When the scores were analyzed by grades, while
both first and sccond grade achicved significant gains, grade one obtained higher
mean gains. This finding seems consistent with the above finding that a low ini-
tial score corrclates negatively with high mean gains. LEP first graders gencrally
scorc lower in language tests than second graders. Therefore, it is consistent with
the prior findings that the smaller the pre-test score the larger the gain. Future
studics nced to control for this factor to examine the impact that other variables
such as effectiveness have on language acquisition.

Further research is neered to explain the relationship between leaning a sec-
ond language and factors suc*: a~ the ones discussed in this study. Among the
ones discussed are: the relation between second language acquisition and teacher’s
characteristics; the possible effect of a language proficiency plateau; the impact
of the initial level of language proficiency on language performance; the validity
of language assessment instruments to measure different levels of ESL ; the
identification process of effective teachers and the relation of their characteristics
to the language performance of the students.
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Effective Bilingual and ESL Teachers

Appendix A
Questionnaire

Name: (optional)

Position:

1. What is an effective teacher?

Which are the particular characteristics that every effective Bilingual or ESL
teacher should have?

/

Are these the same characteristics the Department of Education consider 0
evaluate teachers?

Can you identify no more than five very cffective Bilingual and/or ESL
teachers in your school from grades K to 2nd?

(Note) You can name teachers who worked under your supervision last ycar
and no longer work with you.

Bilingual ESL
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Appendix B
|_SCHOOLS [STUDENTS|BIL TCHER|BIL NOMSJES, TCHERIESL NOMS] 11 | T2 |
[SCHCOL AA

X 21 A 3 122550 1478.50

1 21 EA 1440.00 1725.00

2 14 £8 1080.00  1301.00

TOTAL 374550 4504.50
SCHOOL B8

K 258.00  463.00

1 - 436.00 1111.00

2 . 430.00  879.00

2453.00

K =3

1 2598.00

2 1482.00
TOTAL 4087.00
SCHOOL DD

K = owe

K - .-

1

2

TOTAL

SCHOOL E=
Rea 3 . 347.00 431.00
K- 652.00 1113.00
SUBTOTAL 1032.00 1544.00
1-a 1376.00  1680.00
1-b 1085.00 1503.00
SUBTOTAL 2461.00 3183.00
2-a 1079.00  1453.00
28 903.00 1065.00
SUBTOTAL 1982.00  2523.00

SCH. TOTAL 5482.00  7250.00
SCHOOL FF

K

1

2
TOTAL
SCHOOL GG
LAC 274.00 602.00
VIETNAMESE 155.00 824.00
RUSSIAN 163.00 1239.00

TOTAL 592.00 2685.00
SCHOOL HH

K
1
2
TOTAL 87

623.00 919.00
§57.00 1036.00
1360.00  1955.00

238.00 519.00
728.00 1279.00
688.00 1102.00
1654.00  2900.00

816.00 949.00
2198.00 2756.00
2113.00  2428.00
5127.00 6123.00

° taught more than 1 class * bilingual tutor = no LAS offsred

14<
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